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1
INTRODUCTION
This dissertation reports on the requirements for the design and development
of teacher assessments and examines the possibility of developing an
assessment procedure that complies with the formulated requirements. It
describes how an assessment procedure for beginning secondary school
teachers of English as a foreign language was designed and how instruments
were developed and field-tested. This first chapter deals with the background
to the study, the research questions and context of the study, and its
relevance. After a short description of the nature of the research, the chapter
concludes with a brief outline of the chapters that follow.
1.1 BACKGROUND TO THE STUDY
Nowadays, the central role of the teacher in the teaching and learning
process is hardly disputed: teachers make a difference. There is considerable
evidence that teacher expertise is an important factor in influencing
student achievement (Darling-Hammond & Mclaughlin, 1999). Teachers
also play a critical role in the improvement of the quality of teaching.
The successful implementation of educational reforms depends largely
on teachers' willingness and ability to develop and adopt new practices
(Fullan, 1992; Hargreaves, 1994). Cognitive perspectives on teaching have
demonstrated that teaching is a complex activity and requires high levels
of knowledge and a broad range of skills (Calderhead, 1996; Doyle, 1986;
Leinhardt, 1993;Tomlinson, 1995a, 1995b). In addition, recent theories about
how individuals learn have far-reaching repercussions for the teacher's
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role. Instead of just transmitting content to students, new theories about
learning expect teachers to create environments which stimulate active
and independent forms of learning. This requires teachers to adopt roles
and learn teaching practices that are substantially different from what they
themselves experienced as students (Bolhuis, 2000; Borko & Putnam, 1996;
Darling-Hammond, 1999). As a result, the insight has grown that a highly
qualified teaching force is at the center of any attempt to restructure schools
and innovate the curriculum.
PROFESSIONALIZATION OFTEACHING
The acknowledgement of the central role of the teacher in the educational
process coincided, in many western countries, with a situation in which
teaching had lost much of its status and had become less attractive both
to practicing teachers and to young people who would like to start a
career in teaching. High teaching loads, insufficient financial rewards, and
increasing skepticism towards expectations that schools could solve many
of society's ills contributed to this negative situation. The status of teaching
as a profession needed to improve and the professionalization of teaching
was seen as a condition for this. The following aspects are often mentioned
in connection with the professionalization of teaching.
First, there is an understanding that professional teachers continue to
learn throughout their careers. The majority of teachers have an internal
drive to improve the quality of their work. Professional teachers actively
reflect on their practice and interact with colleagues about how best to meet
the needs of their students (Eraut, 1994). There is also an external need
to constantly improve and adapt one's knowledge and skills, owing to, for
example, continually changing student populations, new conceptions of how
students learn, new instructional strategies, and a society that poses new
demands on how students are to be educated. The willingness of teachers
to continue to learn and keep themselves informed in order to better serve
students' needs is an expression of their professionalism (Kwakman, 1999).
A second element in the professionalization of teaching is the articulation
of a knowledge base that is distinctive for teachers and that discriminates
teachers from non-teachers (Verloop & Wubbels, 2000). Although research
has not resulted in grand theories about teaching and learning, there is an
accumulation of knowledge in different fields of education that is of relevance
to teachers. Topics such as student motivation and learning, theories
about learning certain content like mathematics and foreign languages, and
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instructional strategies and teaching methods that enhance student learning
are of potential interest to teachers and could serve as part of the knowledge
base of teaching (Lowyck & Verloop, 1995). More recently, it has been stated
that the practical knowledge of teachers should also be part of the knowledge
base of teaching (Beijaard & Verloop, 1996; Cochran-Smith & Lytle, 1999;
Feiman-Nemser & Remillard, 1996; Meijer, 1999; Verloop, 1992). Practical
knowledge refers to the accumulated and integrated, and mostly tacit, bodies
of knowledge, beliefs, and values that teachers generate based on personal
and professional experiences. Even though there are considerable problems
in conceptualizing, accessing, and describing practical knowledge, the
authors mentioned above point to the need to take seriously the knowledge
teachers themselves bring to the teaching process. The professionalization
of teaching is only possible if the knowledge of pract ioners who have access
to and direct experience with students, and have a clear interest in improving
practice, is seen as a valuable component of the knowledge base of teaching
(Cochran-Smith & Lytle, 1990).
The third element is the development of professional standards as
a vehicle for professionalizing teaching (Roth, 1996; Yinger, 1999). In
the Netherlands, the "Stuurgroep Beroepskwaliteit Leraarschap" (SBL) is
engaged in formulating professional standards for teachers. Standards
of competence communicate what is expected of teachers in terms of
knowledge, skills, and dispositions needed to perform professional tasks
(Nedermeijer & Pilot, 2000). Standards hold up a vision of what teaching
should be like and the qualities we look for in teachers. It is assumed
that standards will affect teachers in beneficial ways, because they invite
reflection and critical dialogue among practioners. Standards are also directly
related to the development of assessment systems (Baratz-Snowden, 1993;
Dwyer & Stufflebeam, 1996). Standards of competence and assessment
systems that establish whether teachers meet those standards are assumed
to professionalize teaching, because they motivate teachers to meet the
standards. The willingness to develop professionally cannot easily be forced
upon teachers but relies on voluntary participation by teachers themselves.
Experiences suggest that teachers themselves should play a prominent
rote in any attempt to professionalize teaching (Mok, 1997; Vonk, 1997).
Acceptance of standards and partial control over decisions that concern the
content of their work are needed. If teachers feel that these measures are
imposed on them, there is a very real danger that, instead of professionalizing
teaching, the opposite - deprofessionalisation - will be achieved.
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GOVERNMENT PROPOSALS TO PROFESSIONALIZE TEACHING
Government proposals to improve the status of the teaching profession
in the Netherlands consisted of a comprehensive set of measures, one of
which was to modify existing systems of qualification requirements (Ministry
of Education and Science, 1993). A new system of job profiles, (initial)
standards of competence, and assessment was proposed to replace the
existing system of qualification requirements. Standards of competence
stress what (beginning) teachers should know and be able to do and shift
attention from the completion of required courses and training to the
outcomes of training.
The intention is to apply the new system to teachers seeking admission to
the profession but also to fully functioning teachers and, thus, to contribute to
the professionalization of the teaching profession. Teacher education programs
receive accreditation if they succeed in preparing p reservice teachers to meet
the initial standards of competence. The school as a professional organization
and the teaching profession itself are made accountable for the quality and
continued professional development of their members. These proposals have
led to the formulation of a Job Profile Teacher Primary Education (1993)
and a Job Profile Teacher Secondary Education (1996). Based on these
documents, two versions of initial standards of competence have appeared
(Initial Standards of Competence Teacher Secondary Education, 1997, 1999)
and a third generation of initial standards of competence for primary and
secondary school teachers is expected in 2002.
In the meantime, the threat of teacher shortages has led the government
to initiate measures to attract people with different educational and
work experiences to the teaching profession, the so called 'alternative
route' candidates or 'zij-instromers'. Attracting people with a non-teaching
background to teaching might not only contribute to solving the problem
of teacher shortages but also to diversifying teaching staff and opening up
the profession. The availability of initial standards of competence opens the
door to alternative routes to Meensure and shifts the emphasis from required
training programs to demonstrating required competence. The assumption
is that people with diverse backgrounds and experience may have acquired
- in jobs other than teaching - knowledge and skills that are relevant to
teaching. By recognizing what they already know and can do, they can
be taken on as teachers and learn on the job. Specific teacher education
programs may support them in acquiring the knowledge and skills that
they still lack and that they need in order to be licensed. A combination
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of teaching and part-time training might even become the preferred way
to prepare for Meensure. While the routes along which these prospective
teachers prepare for Meensure might diverge, they all need to demonstrate
that they meet the initial standards of competence.
In recent years, much effort has been devoted to the formulation of
standards of competence. The question of how to establish that (prospective)
teachers have met initial standards of competence has received considerably
less attention. This is a particularly pressing problem if prospective teachers
(the 'alternative route' candidates) from different educational backgrounds
and work experiences are to be allowed to enter the profession. In the
absence of an adequate procedure to assess initial standards of competence,
there is a real danger of lowering instead of improving the quality of the
teaching force.
1.2 PURPOSE, RESEARCH QUESTIONS. AND CONTEXT OF THE STUDY
At the start of the study in 1995, only the broad outlines of the developments
described in the previous section were clear. Only the first draft of the
Job Profile Teachers Secondary Education was available, standards of
competence had not been described, and serious teacher shortages were
a distant threat. In exploring how an assessment procedure for beginning
teachers might be developed, we anticipated a number of developments.
First, we expected that, in the near future, beginning teachers would need
to demonstrate that they had met initial standards of competence in order to
be licensed. Second, we anticipated that pass/fail decisions about Meensure
would be based on the assessment of initial standards of competence. Third,
we assumed that all prospective teachers, including the 'alternative route'
candidates, would have to undertake the assessment. Fourth, we were of
the opinion that the information yielded by an assessment would serve the
purpose of making pass/fail decisions, and concurrently support professional
development purposes. Against the backdrop of these expectations and
assumptions, the aim of the study was to develop an assessment procedure
that gathered detailed information about candidates and that could form
the basis for Meensure decisions and contribute to professional growth.
However, as the government proposals to professionalize teaching described
earlier have still not been implemented and as the introduction of teacher
assessments is in its initial stages, the aim of our study has shifted.
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The emphasis is instead on the professional development purposes of an
assessment procedure. We regard the results of our study as providing
an important basis for the development of an assessment procedure for
Meensure purposes in the future.
The purpose of the present study was to examine how a valid procedure
for assessing beginning teachers could be developed. Current views on
the nature of teaching and new insights into the assessment of complex
activities like teaching made it necessary to first identify the requirements for
such a procedure and subsequently develop an assessment procedure that
attempts to meet the requirements.
For this purpose, the following two questions were addressed in the
study:
1. What are the requirements for the development of an assessment
procedure for beginning teachers?
2. Is it possible to develop an assessment procedure that meets these
requirements?
The first research question is concerned with identifying the requirements
for an adequate assessment procedure. In connection with this, frequent
references are made to current conceptions of teaching and the implications
of these conceptions for the evaluation of teaching (Beijaard& Verloop, 1996;
Delandshere, 1994; Delandshere & Petrosky, 1994; Dwyer, 1994a; Stodolsky,
1990;Tomlinson, 1995a, 1995b; Verloop, 1994). Studies and reports on teacher
evaluation frequently criticize existing evaluation procedures or suggest
procedures and methods that aim at employing more valid ways of teacher
evaluation (Andrews & Barnes, 1990; Dwyer & Stufflebeam, 1996). At the
same time, many studies point to problematic validity and reliability issues
connected with new approaches to assessment (Messick, 1994; Swanson,
Norman & Linn, 1995}. Other studies discuss changing views on the
concept of validity and reliability in relation to performance-based forms of
assessment and argue for a reconceptualisation of reliability (Gipps, 1994;
Linn, Baker & Dunbar, 1991; Linn, 1993; Moss, 1992, 1994). The need to
take into account the political and social climate in which teaching takes
place and to find ways to deal with the different views on good teaching and
expectations about teachers are also important topics (Roth, 1996; SBL, 1997).
These studies, in combination, provide a bewildering view of the pitfalls
connected with the development of an assessment procedure for teachers.
For anyone wishing to develop an assessment procedure, a detailed analysis
of the literature is a prerequisite.
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The second research question concerns the design and actual development
of an assessment procedure. In recent years, teacher assessment has received
a strong new impulse in the USA under the term standard-based teacher
assessment. Assessments have been developed both for beginning teachers
(Interstate New Teacher Assessment and Support Consortium (INTASC);
Educational Testing Service (ETS)) and experienced teachers (National Board
for Professional Teaching Standards (NBPTS)). These assessments are based
on standards that describe good teaching as knowing individual students,
knowing subject matter content, being able to use a repertoire of teaching
strategies, and being able to reflect on teaching. Assessment methods are
performance-based and include the use of teaching portfolios, assessment
center exercises, classroom observation, and interviews. The assessments
have the specific intention of improving the quality of teaching and combining
formative and summative purposes of assessment. These initiatives were a
source of inspiration for our study. We focused on the development of an
assessment procedure for a specific group of beginning teachers, because
of the strong relationship between the content that is taught, the age and
level of the students, and the knowledge and skills needed (Shulman, 1986;
1987a). The study was confined to developing an assessment procedure for
beginning grade one teachers of English as a Foreign Language (EFU.
1.3 RELEVANCE OF THE STUDY
The study was undertaken in order to contribute to a better understanding of
how an assessment procedure for beginning teachers of English as a Foreign
Language (EFL) should be developed. Insight into the requirements for teacher
assessments can lead to the discovery of systematic and valid ways to develop
procedures to evaluate teachers. An overview of the requirements for teacher
assessments demonstrates the complexity of creating teacher assessments
and makes explicit the choices developers have to make. Formulating
requirements for teacher assessments also clarify that developing teacher
assessments is a complex process, technically speaking, but also a social
and political process, because of the divergent views on teaching and good
teaching held by the different parties involved (Darling-Hammond, 1990).
An overview of these factors can serve as a heuristic in the planning
and development of teacher assessments. By developing an assessment
procedure that attempts to meet the theoretically inspired requirements, the
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study can provide insight into how the requirements can be realized in
specific instances and make explicit the trade-offs that are involved.
On a practical level, the study was undertaken to provide a concrete
example of how to make inferences about beginning teachers that rest on
a broad range of evidence, and systematic ways to evaluate that evidence.
The explicit description of the different elements of the procedure and how
it was developed may enable others to develop comparable procedures. A
specific example of an assessment procedure in one particular context (in
our study, secondary first grade EFL teachers) may be adapted for teachers
of other subjects. The specific assessment methods developed in the study
may be of relevance for purposes other than that of assessing beginning
EFL teachers, for instance, in teacher education for instructional purposes
(Darling-Hammond & Snyder, 2000). The practical usefulness of the study
might also lie in making explicit what we understand about (good) teaching
in concrete instances of teaching (Delandshere & Petrosky, 1998). This may
give rise to discussion among beginning teachers, teacher educators, and
assessors, which will promote the use of a shared language when talking
about teaching and good teaching (Moss & Schutz, 1999).
1.4 NATURE OF THE RESEARCH
The research approach adopted in this study can be characterized as
developmental or development research in education (Richey & Nelson, 1996;
Van den Akker, 1999). Developmental research is defined as the systematic
study of the design, development, and evaluation of educational interventions,
such as products, programs, procedures, and materials. A distinction is
usually made between the design, development, and evaluation phases
of educational intervention. 'Design' is viewed as the planning phase, in
which the specifications for the intervention are constructed. 'Development'
refers to the production phase, in which the design specifications are
actualized and tested, including formative evaluation. 'Evaluation' refers to
the comprehensive or summative evaluation of the intervention. The research
may address only one, two, or all phases. The premise is that the design,
development and evaluation process itself can be viewed as a form of inquiry
(Richey & Nelson, 1996). The general aim of developmental research in
education is the reduction of the uncertainty of decision-making in designing
and developing educational interventions. The results of developmental
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research contribute to context specific knowledge with a problem solving
function for optimizing the quality of interventions. More specifically, it results
in the generation and articulation of models or principles that guide the
design, development, and evaluation process (Van den Akker, 1999).
In this study, we focused on the design and development phases of
a teacher assessment procedure. The design phase was preceded by an
examination of the relevant literature. From this, we extracted a set of
requirements that provided a theoretical rationale for subsequent design
choices and that served as an aid to the planning of the assessment procedure.
The design phase consisted of specifying these theoretically inspired
requirements. In the development phase, three assessment methods were
developed according to the design specifications, field-tested, and formatively
evaluated. Finally, we revisited the theoretically inspired requirements and
made an evaluative assessment of the degree to which the developed
procedure had met the requirements. The study was restricted to answering
the two research questions. A comprehensive or summative evaluation of
the assessment procedure was outside the scope of this study and might be
the focus of further research.
A characteristic of developmental research is the extensive interaction
between researchers and practioners, as the focus is on the creation of
effective and practical interventions for problems in the real world. In
developing an assessment procedure for beginning teachers, interaction
with teachers and teacher educators was important in order to develop
useful and valid assessments and, in particular, to build commitment and
support. In the study, a development team of five practicing teachers, one of
whom was a teacher educator, was involved in the development process for
a period of 18 months. They participated in the creation of assessments and
in assessing candidates. At a later stage, three other teachers, one of whom
was a teacher educator, were involved as assessors. Other experts were
involved on a more incidental basis. Developmental research may create a
tension in the division of roles between researcher and developer. In the role
of researcher, the author of this dissertation took the major decisions with
respect to the type of instruments used and how to proceed. The author was
a full member of the development team and participated as an equal partner
in creating assessments and acting as assessor. In the role of researcher,
she kept a distance from the development process in order to describe
and evaluate the extent to which the theoretically inspired requirements of
Chapter 2 were manifest in the assessment procedure.
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1.5 OVERVIEW OF THE STUDY
In Chapter 2, we answer the first research question: what are the requirements
for the development of an assessment procedure for beginning teachers? We
examine studies on teacher thinking, teacher development, teacher learning,
and teacher knowledge. We turn to studies and reports on teacher assessment
that have recently been developed or that are still under development
elsewhere. From these sources, we extract a set of implications that directs
attention to the many issues involved in the design and development of
an assessment procedure. A framework is presented that indicates the
implications, the rationale for these implications, and the questions and
issues that require further attention of developers. The fifteen implications
serve as a set of theoretically inspired requirements for the design and
development of beginning teacher assessments.
In Chapter 3, we answer the second research question: is it possible to
develop an assessment procedure that meets these requirements? We first
describe how the requirements presented in Chapter 2 were used to inform
the different components of test design. Seven components of test design are
described that, in combination, provide the basis for the actual development
of assessment methods and that incorporate the requirements described in
the framework. Subsequently, the actual development of three assessment
methods is described: a written test, a set of simulations and a portfolio. The
process by which the three assessment methods were developed was cyclic.
The methods were developed, field-tested, and, subsequently revised and field-
tested again. This chapter also describes the training of the assessors.
Chapter 4 illustrates the types of evidence gained by using the assessment
procedure. It provides an in-depth description of the responses of two
candidates and the assessors' judgments. It describes how the results of the
assessment were communicated to Alma and Helen and their reactions to
these results.
Finally, in Chapter 5, we return to the research questions and evaluate
the extent to which the developed procedure presented in Chapter 3
and illustrated in Chapter 4 meet the theoretically inspired requirements
formulated in Chapter 2. In particular, we evaluate the feasibility of the
requirements. We look back on the process by which the assessment
procedure was developed and describe its strengths and weaknesses. We
conclude this chapter with recommendations for policy, practice, and further
research.
2
THEORIES ON TEACHING AND ASSESSMENT:
IMPLICATIONS FOR THE DEVELOPMENT OF AN ASSESSMENT PROCEDURE'
This chapter addresses the first research question and deals with the literature
on how to approach the development of procedures to assess beginning
teachers. Recent research into teaching provides new insights in the nature of
teaching that have implications for how teaching should be evaluated. At the
same time, the role of assessment is being reconceptualized. The impact of
assessment on learning and development has, of late, received considerable
attention. Together with changing views on the nature of teaching, this has
resulted in efforts to develop less standardized and more complex forms of
teacher assessment. For developers of teacher assessments, this analysis
forms an important source from which to extract implications for the design
of teacher assessments. The question addressed in this chapter is
What are the requirements for the development of an assessment
procedure for beginning teachers?
In Section 2.1, recent conceptions of teaching are presented. We examine
studies on teacher thinking (2.1.1), teacher development (2.1.2), teacher
learning (2.1.3), and teacher knowledge (2.1.4). These studies contain
information on current views on the nature of teaching, on how teachers
learn and develop, and on what teachers need to know to teach well. In
Section 2.2, we turn to studies on assessment. We start with traditional
approaches to teacher assessment (2.2.1) and then turn to studies and
reports on teacher assessments that have recently been developed or are still
1 This chapter is based on: Uhlenbeck, A M . Verloop. N., & Beijaard D. (in press). Requirements for an assessment procedure
for beginning teachers: Implications from recent theories on teaching and assessment Teachers College Record.
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under development (2.2.2). New approaches to teacher assessment rely on
performance assessment and emphasize a professional growth perspective.
In our analysis, we also include studies that specifically address validity
and reliability issues connected with these new assessment methodologies
(2.2.3). The analysis enables us to extract fifteen implications to which
developers of teacher assessments should pay attention. In Section 2.3, we
propose a framework that consists of these fifteen implications. In addition,
the framework points to questions and unresolved issues that require further
study. Section 2.4 contains a summary of the chapter.
2.1 RECENT CONCEPTIONS OFTEACHING
During the last decade, new conceptions of teaching have emerged that have
implications for the evaluation of teachers. Process-product studies in the
1970s and 1980s focused on teacher behavior and on how teacher behavior
related to outcomes in student learning. Effective teachers were expected to
demonstrate generic teaching skills that correlated positively with student
achievement. The limitations of this research program have been adequately
described. Lowyck (1994) summarized four reservations with respect to the
effective teaching behaviors identified by process-product research. First, the
assumption that a single set of behaviors accounts for learning outcomes in
all subjects and in all students regardless of their ages and backgrounds is
questioned. Second, by conceiving of teaching as a unidirectional activity, the
influence of the situation on the teacher is disregarded. Third, the emphasis
on observable classroom behaviors excludes information on the cognitive
processes of the teacher and the students. Last, reliance on observations in
teacher-centered classrooms ignores group work and individual work.
Studies on teacher thinking, teacher development, teacher learning, and
teacher knowledge have fundamentally changed views on teaching and what
it takes to teach. These views form an important impetus in the development
of new evaluation systems.
2.1.1 TEACHERTHINKING
Studies on teacher thinking focus on how teachers make sense of their
students and classroom events and how their understandings influence the
decisions they make. Initially, these studies examined teachers' cognitions
that are related to pre-, inter-, and post-active phases of teaching and then
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shifted to include teachers' beliefs, perceptions, reflections, and routines
(Calderhead, 1996; Clark & Peterson, 1986).
Studies on teachers' thought processes have revealed the complex nature
of teaching. Teaching is complex because it is a purposeful activity intended to
promote learning, usually in a relatively large group of students with different
individual characteristics, different needs, and backgrounds (Tomlinson,
1995a). Promoting learning in groups of students means attending to multiple
goals simultaneously, such as involving all students in the lesson, creating
a safe learning environment, encouraging shy students and managing the
class (Leinhardt, 1993; Shuell, 1996). Teaching is also complex because
teachers work in settings that make constant demands on them and in which
there is little time to reflect (Doyle, 1986). The classroom is an uncertain
place where it is difficult to anticipate how a particular activity will work
out. During teaching, teachers resolve tensions among competing goals as
they make moment-to-moment decisions about what to do in a particular
situation. Teachers act on what they think is best in a given situation, mostly
on the basis of incomplete evidence, without much time for deliberation,
and without clear criteria for judging the success of their actions (Airasian,
Gullickson, Hahn, & Farland, 1995). While teachers may pursue the same
goals, they may do so in different ways, using different strategies, depending
on their personal theories about teaching and learning and their personal
interpretations of the situation (Leinhardt, 1993; Tomlinson, 1995b).
The context, i.e., the school, the classroom, the particular students, the
content and the particular textbook, has considerable influence on teachers'
decisions. Teaching shapes and is shaped by the context in which it takes
place (Airasian et al., 1995; Leinhardt, 1993). In other words, teaching is
defined as the interaction of teacher, students, content, and setting within the
larger context of the school (Delandshere & Petrosky, 1994, 1998; Tomlinson,
1995b). Consequently, what is judged appropriate and effective teaching
cannot be separated from the context in which it takes place and from the
goals a teacher pursues. Teaching, in this view, is not at all like a technique in
which teachers apply teaching methods that produce unequivocal learning
results in students. Rather, teaching requires considerable judgment, a
variety of pedagogical and instructional strategies, and a good understanding
of the context in order to select those strategies that best fit the situation.
Teacher thinking studies also underscored that much of what teachers
do takes place outside the classroom, like planning, assessing students,
choosing and adapting instructional materials, and working with colleagues
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(Stodolsky, 1990). This gradually led to a change in how teaching is viewed:
from a narrow conception of teaching as performance in the classroom to
a broad conception including pre- and post-active phases of teaching and
collaboration with colleagues (Reynolds, 1992).
What is stated above has far-reaching consequences for the assessment
of teachers. We infer four implications. First, we should not only assess a
teacher's actions, but also a teacher's cognitions. What a teacher is trying to
achieve, how he or she is trying to do so in view of the particular situation,
and why should be assessed. For instance, teachers' explanations of the
reason they arranged a speaking lesson in a certain way can reveal their
understanding of how best to conduct speaking lessons with certain types of
students. This implies examining a teacher's actions in combination with his or
her cognitions. However, this is not unproblematic since a teacher's cognitions
are not directly accessible. Teachers often have difficulty being explicit about
why they made certain decisions or why they acted in a certain way. Not all
actions are consciously processed because, with experience, many behaviors
become automated and routine (Tomlinson, 1995a). Moreover, although it
is generally assumed that teachers' behaviors depend on what they think,
how their thinking influences their actions is not well understood (Richardson,
1996). In addition, there are no well-tried methods by which cognitive data can
be linked to behavioral data (Kagan, 1990).
Second, if teaching is defined as adapting instruction to the particular
situation and to particular students, teaching should be assessed in context.
Only within the context in which teaching takes place can the appropriateness
of a teacher's actions be assessed. The most obvious context is a teacher's
own school and his or her own classroom. However, teachers work in
contexts that differ substantially. Inner-city schools, suburban or rural schools,
schools with a multicultural or a mono-cultural school population, schools
with extensive or limited resources, schools with much or little support
to teachers, require diverse capabilities and place different restraints on
teachers. This raises the question whether the same criteria can be applied to
all teachers. Some contexts make it much harder to satisfy criteria because
of limited resources or support or the type of students. This will affect the
reliability of the assessment because the interpretation of the results of the
assessment is ambiguous as we may ascribe them to the capabilities of the
teacher (or a lack of them) or to the (difficulty of the) situation.
Third, studies on teacher thinking portray teaching as a complex activity.
Teachers make complex decisions, taking the content, the students, and the
THEORIES ON TEACHING AND ASSESSMENT 23
situation into account in the light of the goals of the teacher. The assessment
should reflect this by acknowledging that there are different ways in which
teachers can deal with this complexity. Criteria on which teachers are judged
should not prescribe a particular way of teaching, but accommodate a range
of acceptable ways to teach. This implies that we need to formulate criteria
that allow for a range of possible courses of action and yet define what
is considered as unacceptable (Dwyer, 1994a). How to specify criteria that
satisfy this requirement is a challenge.
Finally, defining teaching more comprehensively by including pre- and
post-active phases of teaching and collaboration with colleagues implies
that we should collect evidence on all these aspects of teaching. If we limit
teaching to performance in the classroom, we leave out much evidence
about a teacher's work. Data need to be collected on all aspects of a teacher's
work so that the entire domain of teaching is covered. This implies the need
to develop more than one type of instrument.
2.1.2 TEACHER DEVELOPMENT
In this section, we look at studies that attempt to describe how teachers grow
and develop over their careers and the factors that affect their growth. If their
development can be understood in terms of common sequences of changes
in knowledge and beliefs, this might indicate what to assess and how to make
distinctions between the competent and the not yet competent beginning
teacher. In general, professional development and teacher learning have to
be viewed as dynamic processes, not restricted to the period of preparation
before practice or as periodic staff development, but as extending from initial
preparation over the course of a teacher's entire career (Cochran-Smith &
Lytle, 1999).
In a review of studies on learning to teach, Kagan (1992) found support
for a stage model of professional development from novice to expert. Kagan
regarded preservice and the first year of teaching as one developmental
stage in which a novice's primary tasks are to acquire knowledge of pupils,
knowledge of self as teacher, and procedural routines. Novices need to
address these tasks first before they can shift their attention to instruction
and student learning. Kagan (1992) argued that "Procedural routines appear
to be the sine qua non of classroom teaching..." (p. 162). Preservice
teacher education should primarily focus on promoting the acquisition of
standardized routines. Only after these are in place can novices move to the
next stage. From a stage model view of teacher growth, learning to teach
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is a more or less ordered process that progresses through distinct stages
that can be defined and assessed. Kagan's conclusions seem to imply that
the assessment of beginning teachers should focus on whether beginning
teachers have successfully mastered classroom management routines.
Kagan's stage theory has been criticized because it suggests that earlier
stages lead to later stages (Grossman, 1992). According to Grossman, there
is no evidence that teachers, once they have mastered the routines of
teaching, will naturally begin to question these routines. Bullough (1997)
argued that stage theories tend to emphasize linearity while not accounting
for movement or lack of movement from one stage to another. More recent
stage theories emphasize the dynamic nature of the learning-to-teach process
with teachers moving in and out of stages in response to environmental
influences (Fessier, 1995; Huberman, 1995). Calderhead & Shorrock (1997)
reported that some of the students in their study progressed through distinct
stages, while others did not. They emphasized the diversity of routes to
becoming a teacher. They regard stage models mostly as useful heuristics
to highlight the complexity of teaching. Bullough (1997), agreeing with
Calderhead & Shorrock (1997), described the process of becoming a teacher
as an idiosyncratic process in which past experience, personality, and context
each influence the decisions beginning teachers make. This view is supported
by constructivist perspectives on learning to teach that regard it as a unique
and dynamic process in which multiple dimensions are involved, and not
as a single progression from novice to expert. Shifts in professional growth
occur at different points in time and are difficult to predict.
For the assessment of beginning teachers, we extracted the following
implication. If we conceptualize the process through which teachers develop
not as a linear process but as a dynamic process that is difficult to predict
and that shows inconsistencies, the assessment should reflect this. More
concretely, the assessment should strive to capture the diversity in what
concerns beginning teachers, in what they know, and in what they can
do. A portrait or a profile that describes in some detail how the beginning
teacher has performed on the assessment more truly reflects the various
and complex ways in which beginning teachers grow. A profile or portrait
may do justice to what an individual teacher knows and can do. Because it
provides a teacher with a description of strengths and weaknesses, it would
fit professional growth purposes of assessment. It leaves us, however, with
the question whether such an approach can be combined with making pass/
fail decisions with respect to certification. The detailed information of such
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a profile makes it difficult to reach an overall judgment. Decisions need to
be made about whether to employ a model in which weaknesses can be
compensated by strengths or a model that requires minimum competence
on a range of standards.
2.1.3 TEACHER LEARNING
In this section, we discuss perspectives on teacher learning that describe the
process through which teachers learn to teach and how that process may
be facilitated. In constructivist studies on learning to teach, teacher learning
is described as a process of organizing and reorganizing, structuring and
restructuring a teacher's understanding of practice. Teachers are viewed as
learners who actively construct knowledge by interpreting events on the
basis of existing knowledge, beliefs, and dispositions (Borko & Putnam, 1996;
Feiman-Nemser & Remillard, 1996; Putnam & Borko, 1997). Prior knowledge
and beliefs about learning, teaching, students, and subject matter play a
central role in learning to teach because they function as interpretative lenses
through which beginning teachers make sense of their experience and which
determine how they frame and resolve teaching problems. These beliefs
are often not held consciously and cannot be readily articulated. They are
also highly resistant to change (Calderhead, 1996; Richardson, 1996). For
instance, many beginning teachers believe that learning is absorbing and
memorizing information, while teaching is a process of passing knowledge
from teacher to students (Feiman-Nemser & Remillard, 1996). Such beliefs
are incompatible with beliefs underlying recent conceptions of teaching and
learning. It is assumed that only by changing their beliefs can teachers learn
new instructional practices. In order to do this, beginning teachers need
opportunities to become aware of and enhance their understanding of their
actions and beliefs (Borko & Putnam 1996; Cochran-Smith & Lytle, 1999).
Only by becoming aware of their actions and beliefs and by holding them
up for scrutiny and comparison to divergent beliefs can teachers develop
new understandings and learn new instructional practices. Freeman (1996)
argued that an important aspect of teachers' professional development
is the process of making implicit beliefs explicit and thereby developing
a language for talking and thinking about practice by questioning the
sometimes contradictory beliefs underlying their practice.
In social views of cognition, learning to critically examine and reflect on
teaching practice is not primarily seen as an individual but as a social process.
Here, learning is conceptualized as coming to know how to participate
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in the discourse and the practices of a particular community (Putnam & Borko,
1997). By participating with others in professional activities and conversations,
teachers extend their knowledge of teaching. Collaborating with others on
tasks of teaching is assumed an important means to continue to learn
professionally. In working with colleagues on teaching tasks, by discussing
and reflecting on problems of teaching, teachers may be confronted with
divergent beliefs. By articulating what underlies their practice and the
practice of others, an opportunity is created to adjust their beliefs and to
learn about other instructional practices. They can only profit from these
opportunities when they possess the skills and the disposition to engage in
such conversations.
From what is stated above, we inferred two important implications for
the assessment of beginning teachers. In view of the fact that professional
development continues throughout a teacher's career, it is of major
concern that teachers have the disposition and the skills to develop new
understandings of teaching, to learn new instructional skills, and to expand
their knowledge base for teaching. Being able to verbalize one's thinking
and articulate one's assumptions is an important tool in constructing and
expanding one's knowledge base for teaching. This means that beginning
teachers should demonstrate that they engage in the kinds of thinking and
reasoning that are necessary to continue and regulate their professional
development. Beginning teachers should be required to question and reflect
on their actions and beliefs. For instance, they should be explicit about
issues like how and why they selected certain tasks for their students or why
they explained a concept in a particular way. However, it is still a matter of
much debate how to judge the quality of beginning teachers' deliberations
and reasonings and how to determine criteria for good reasoning or good
reflection (Kagan, 1990; Meijer, 1999).
If learning to teach is conceptualized not only as learning to individually
examine and reflect on teaching practice, but also as learning how to
participate in professional discourse with colleagues, a second implication
would be that we assess teachers collaborating on tasks of teaching. In
working with colleagues, they should demonstrate they have the skills, the
disposition, and the knowledge to engage in professional conversations
with colleagues. Again, although it is felt that working with colleagues and
engaging in professional conversations are important qualities in view of
further growth, it may be quite difficult to make evaluative judgments about
teachers' collaboration. What are the distinctive elements of such forms of
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collaboration? What should be concluded about beginning teachers who
do not engage in such professional conversations? Does it mean they lack
(self-) confidence or communication skills or the necessary knowledge for
teaching? What if such professional conversations are not encouraged by the
school culture?
2.1.4 TEACHER KNOWLEDGE
Studies on knowledge of experts in fields other than education highlight
the extensive, accessible, and well-organized bodies of knowledge experts
have about their field of expertise (Bereiter & Sea rdamalia, 1993; Sternberg &
Horvath, 1995). In the field of education, too, the central role of knowledge in
teaching and in learning to teach - and thus in the assessment of (beginning)
teachers - is widely accepted (Borko & Putnam, 1996). In this section, we
discuss different perspectives on the sort of knowledge teachers need in
order to teach well.
From a research-based perspective, beginning teachers ideally need
to know and be able to use the knowledge about teaching generated by
researchers in various disciplines. This research-based knowledge relates
to such topics as subject matter knowledge, classroom management,
student learning, student motivation and instructional strategies. It outlines
confirmed knowledge and best practices that are based on empirical
evidence of effectiveness (Reynolds, 1989). Teachers are encouraged to use
this knowledge generated by researchers and apply it in their classrooms
because it is assumed that such teachers will teach better (Cochran-Smith &
Lytle, 1999; Feiman-Nemser & Remillard, 1996). Based on a research-based
perspective on the knowledge beginning teachers need for teaching, an
assessment should focus on how well they are able to apply this knowledge
in their teaching. The extent to which beginning teachers have mastered
certain confirmed strategies that have been empirically tested by researchers
is the focus of the assessment. From this perspective, beginning teachers
need to demonstrate that they can use and adapt certain instructional
strategies to their own situation. Criteria derived from the research literature
are used to judge how well they have done this. The vision underlying this
perspective is that good teaching can be defined as being able to apply
confirmed strategies.
However, numerous studies have shown that teachers use very little
research-based knowledge nor do they find it particularly relevant (Donmoyer,
1996; Kagan, 1992; Kennedy, 1997; Kwakman, 1999). According to Feiman-
28 CHAPTER TWO
Nemser & Remillard (1996), organizing the knowledge base for teachers
around discrete topics sidesteps the issue of knowledge use. Teachers do not
draw on knowledge about one topic at a time, but they integrate different
kinds of knowledge in teaching. The question here is how teachers transform
formal knowledge into teaching activities. This is better accounted for in a
practice-based perspective on teacher knowledge, where the assumption is
that what teachers need to develop is practical knowledge, the knowledge
that is embedded in practice. This knowledge, indicated as personal practical
knowledge, practical knowledge, craft knowledge, wisdom of practice, or
implicit theories, refers to the knowledge teachers develop with respect
to their teaching practice, knowledge of classroom situations and practical
dilemmas. It is knowledge of the particular and the concrete in contrast
to abstract rules and general theories (Beijaard & Verloop, 1996; Carter,
1990; Fenstermacher, 1994). Classroom experiences and reflections on
experiences form a primary source in the construction of teachers' practical
knowledge. Teachers also integrate research-based knowledge in their
practical knowledge if this knowledge seems useful in their particular
situation (Beijaard, 1998; Van Driel, Verloop, & De Vos, 1998). Meijer (1999)
summarized the characteristics of practical knowledge that emerge from
different perspectives on practical knowledge: it is personal and to a certain
extent unique, it is contextual, based on (reflection on) experiences in
teaching, and mainly tacit; it underlies teachers' practice and it is content-
related. Practical knowledge guides a teacher's behavior because of its
relevance and immediate utility in daily practice (Verloop, 1992).
For that reason, several authors suggest that the practical knowledge of
teachers should be included in teacher assessments (Beijaard & Verloop,
1996; Leinhardt, 1990; Shulman, 1987b). By regarding the practical knowledge
of teachers as valid knowledge, teachers are also seen as producers
of knowledge (Cochran-Smith & Lytle, 1999). If the knowledge teachers
themselves have of their practice is acknowledged and taken seriously, it will
also make the assessment more valid in the eyes of beginning teachers. A
practice-based perspective on teacher knowledge is, however, controversial.
First, there are normative questions about the status of teachers' practical
knowledge. For instance, whose practical knowledge is included, since
experience in itself is not enough to be an expert teacher (Meijer, 1999;
Sprinthall, Reiman, & Thies-Sprinthall, 1996; Sternberg & Horvath, 1995)?
The question is how to make the distinction between an expert and an
experienced teacher (Leinhardt, 1990). Second, it is often argued that
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teachers' practical knowledge is of a conservative nature (Sprinthall, Reiman,
& Thies-Sprinthall, 19961. This is a particularly important point because
reform initiatives expect teachers to adopt new practices, such as more
student-centered styles of teaching.
Taking a practice-based perspective on what beginning teachers should
know and be able to do hinges on involving expert teachers in the
development of the assessment. Being viewed by their peers and their
headmasters as experts in combination with proof about their being involved
in on-going learning about their practice might be used as indicators of such
expertise. The view underlying this perspective is that competent teaching
can be defined as what expert teachers find acceptable.
From the above, we formulated two implications for the development
of an assessment procedure. First, criteria on which beginning teachers are
judged should be established through dialogue between research-based and
practice-based perspectives on teacher knowledge. Both perspectives on
what teachers should know and be able to do form important sources of
knowledge that should be included in the assessment. However, they form
two completely different sources of knowledge. One is explicit and in the
form of general rules or heuristics; the other resides in the mind of teachers
and is mainly tacit, personal, and to some extent unique. The main issue
here is how the interaction between these different sources of knowledge is
organized (Dwyer, 1994b). Delandshere (1996) suggested that by analyzing
the practice of exemplary teachers, by involving expert teachers in the design
of assessment tasks and activities, and by having them serve as assessors
in the assessment procedure, their practical knowledge could be included in
the assessment (see also Leinhardt, 1990).
The second implication follows from the first. Expert teachers should be
involved in the development of the assessment, by taking part in exercise
development and by acting as judges. By involving expert teachers in the
development and judgment process, their practical knowledge about what
is critical in teaching can be accessed in a natural way. Their involvement
can guarantee that the assessment contains the kind of problems that
practitioners are faced with. Their extensive and detailed knowledge of the
context of teaching makes them, in principle, good judges of their beginning
colleagues. This does not mean that they do not need extensive training
in interpreting and judging the widely varying responses of examinees.
Developing a shared frame of reference and the ability to articulate and
justify their judgments need specific training.
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2.2 NEW APPROACHES TO TEACHER ASSESSMENT
We start this section by describing the characteristics of earlier approaches
to teacher assessment and the criticisms these attempts have met. Next
we describe new approaches to teacher assessment and the main features
of performance or authentic assessment. We also discuss the validity and
reliability issues related to performance assessment, and we propose a set of
six quality criteria developers have to attend to in designing an assessment
procedure. Before we embark on the characteristics of earlier approaches
to teacher evaluation, we clarify the meaning of the term 'assessment'. We
define the term performance or authentic assessment when we discuss new
approaches to teacher assessment.
Gipps (1994) defines assessment as "A wide range of methods for
evaluating pupil performance and attainment including formal testing and
examinations, practical and oral assessment, classroom based assessment
carried out by teachers and portfolios" (p.vii). In her definition, the range
of methods and different purposes of evaluation stand out. In making
distinctions between measurement and assessment, Delandshere & Petrosky
(1998) define assessment as follows: "Assessment...is concerned with
determining the significance, importance, or value of an event and refers
to the procedures used to obtain information and form value judgments...
without necessarily calling for quantification." (p. 16). Delandshere & Petrosky
emphasize that assessment does not necessarily imply the assignment of
numbers to properties of events. Assessment is also connected with notions
of development, learning, and improvement of learning and teaching and
is consistent with constructivist approaches to education (Birenbaum, 1996;
Gipps, 1994). Another characteristic that is associated with assessment is the
role of the examinees. They may have a voice in the design and selection
of tasks, and in the criteria by which they are assessed. Assessment and
evaluation are difficult to distinguish and used interchangeably, but not
consistently. Assessment is often used to refer to the formative purposes,
while evaluation is used to refer to summative purposes (Ellett, 1997; Stronge,
1997). Wheeler, Haertel, & Scriven (1993) define evaluation as "the systematic
process of determining the merit, value or worth of someone or something"
(p.13) and their defintion includes both formative and summative purposes.
Underlying these distinctions are changing conceptions with regard to the
compatibility of the growth perspectives and accountability perspectives
of teacher evaluation. The debate about their compatibility continues, but
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many argue that these purposes are linked and compatible (Delandshere &
Petrosky, 1998; Strongs, 1997). In the study, we use the terms evaluation and
assessment interchangeably.
2.2.1 TRADITIONAL APPROACHES TO TEACHER ASSESSMENT
In the 1970s, competence-based approaches to teacher education and
assessment were viewed as promising ways to improve the preparation
and evaluation of teachers. Competence was specified in concrete behaviors
and, before being certified, teachers had to demonstrate that they had
acquired these behaviors (Wolf, 1995). Since then, this approach has met with
considerable criticism. The criticism focuses on how teacher competence
was defined for assessment purposes, how this interacted with classroom
observation as the preferred and often sole method of assessing teacher
competence, and the negative impact on teaching (Delandshere, 1994; Haney,
Madaus, & Kreitzer, 1987; Stodolsky, 1990).
Teacher competence was based on the notion of generic teaching
characteristics and was defined in terms of a set of discrete behaviors
associated with the completion of atomized tasks. How these behaviors
related to each other and to the whole of teaching was left unclear
(Delandshere, 1994,-Eraut, 1994;Gonczi, 1994; Tomlinson, 1995a; Wolf, 1995).
Defining teaching in terms of generic teaching skills, also ignored that
teaching always occurs in reference to specific content and in a specific
context, and that teaching involves both acting and thinking (Shulman,
1887a). Other criticisms are concerned with a lack of explicitness about
underlying assumptions about teaching and good teaching (Dwyer, 1994a;
Stodolsky, 1990).
Classroom observation systems have been criticized for assessing elements
that are not relevant to teaching, for failing to take the classroom context into
consideration, and for evaluating teaching processes without referring to the
adequacy of the content transmitted (Andrews & Barnes, 1990; Beijaard &
Verloop, 1996; Dwyer & Stufflebeam, 1996). Classroom observation checklists
note whether a candidate shows the required behaviors, frequently without
judging whether those behaviors are appropriate in specific situations. In
addition, by focusing exclusively on classroom performance, much information
about teaching is inevitably left out (Delandshere, 1994). Because of the high
stakes associated with test scores, most observation systems for teacher
evaluation have been more concerned with the reliability and the objectivity of
the scores they produced than with their validity (Stodolsky, 1990).
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Others have pointed out the negative impact of evaluation practices
on the teaching profession and teacher education curricula as well as the
tendency to view teacher evaluation in isolation from the preparation and
further professional development of teachers (Dwyer & Stufflebeam, 1996).
The negative effects of these types of teacher evaluations have been well
documented in terms of reductionist views on teaching and learning and lack
of consideration of the teaching context (Haney, Madaus, & Kreitzer, 1987).
Other criticisms focus on the philosophy underlying many teacher evaluation
systems (Darling-Hammond, 1990). They reflect a technical and bureaucratic
model of teaching. In this model, teachers are viewed as technicians that
deal with problems that have known solutions. They are evaluated for their
competence to select the most appropriate solution from the collection of
known solutions. In contrast, a professional view of teaching recognizes that
teachers face problems that do not have known solutions and that require
the application of new combinations of knowledge and skills (Andrews &
Barnes, 1990). In addition, and most important of all, teacher evaluation has
mostly been a-theoretical and not grounded in on-going theory development
(Dwyer & Stufflebeam, 1996).
2 2.2 STANDARD-BASED TEACHER ASSESSMENT
In recent years, teacher assessment has received a strong new impulse,
notably in the US under the term standard-based teacher assessment. Teacher
assessment procedures, developed by the National Board of Professional
Teaching Standards (NBPTS, 1989), the Interstate New Teacher Assessment
and Support Consortium (INTASC, 1992), and PRAXIS III, developed by
the Educational Testing Service (ETS, 1992), all start from an awareness
of the considerable impact of testing on teaching and learning to teach.
Incorporated in these new assessments for beginning teachers (Praxis III
and INTASC) and experienced teachers (NBPTS) is a more comprehensive
view of teaching and an explicit intention to improve the quality of teaching
(Baratz-Snowden, 1991).
These assessments are based on standards that describe good teaching
as knowing particular students, knowing subject matter content, being able
to use a repertoire of teaching strategies, selecting techniques that best fit
the situation, involving students in active learning, and being able to reflect
on teaching (Milanowski, Odden, & Youngs, 1998). The standards are broad
descriptions of what teachers need to know and be able to do to perform
professional tasks, and they are based on the recognition that there are
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many ways in which teachers can meet these standards (Baratz-Snowden,
1993). As such, they differ considerably from standards formulated in early
competence-based assessments that indicated prescribed behaviors. In
the Anglo-Saxon countries and in the Netherlands, the term 'competence'
has evolved from the narrow definition which was originally used in
early competence-based approaches to teacher evaluation in directions
that correspond more closely to the concept of standards that reflect the
conceptions of teaching described in Section 2.1 (Elshout-Mohr & Oostdam,
2001; Klarus, 1998). There is a number of definitions of competence, and
which is most appropriate depends on what the definition is used for, the
people involved, and the context in which it used (Stoof, Martens, & Van
Merrienboer, 2000). In the study, we use the term 'standards' or 'content
standards' to refer to the broad description of the knowledge and skills
beginning EFL teachers should acquire and be able to demonstrate.
Recent approaches to teacher assessment as discussed above rely
on 'authentic' assessments of teacher competence. From the evidence
gathered from performances on these authentic assessments, assessors
make judgments about whether an individual meets the criteria specified
in the standards (Gonczi, 1994). Authentic assessment - the term is
often used indiscriminately with other terms like performance assessment
or performance-based methods of assessment - calls for examinees to
demonstrate their abilities directly by creating some product or engaging
in some activity (Haertel, 1991). From the product or the performance,
underlying competence is inferred. Messick (1994) elaborated on what
authentic might mean in connection with the expected benefits of authentic
testing. In his view, authentic assessment means that the full complexity of
the knowledge and skills involved in, for instance, teaching is preserved
in the assessment and that nothing that is essential about teaching is left out
of the assessment. The assessment tasks/activities, the scoring criteria, and
the rubrics should all reflect that complexity. This also bears upon the
way in which the results of the assessment are reported to examinees
(Delandshere & Petrosky, 1998; Gipps, 1994). Authentic or performance
assessment attempts to mirror as closely as possible that which is expected
of a candidate in a real work situation. There is evidence that direct methods
of assessment predict success at work much better than indirect tests like
paper-and-pencil tests (Hoekstra, 1995; Wolf, 1995; Tomlinson, 1995a). The
assumption is that assessment methods that are based on broad standards
which reflect the complex knowledge and skills that are demanded of a
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candidate in the real (teaching) situation are valid measures of teaching. In
addition, they are believed to have a positive impact on learning to teach,
on further professional development, and on teacher education curricula
(Delandshere, 1994; Dwyer & Stufflebeam, 1996; Moss, 1992).
Typical features of authentic assessment that are shared with descriptions
of performance assessment are the following (Gipps, 1994; Haertel, 1990,
1991; Moss, 1994; Swanson, Norman, & Linn, 1995; Tillema, 1993; Wiggins,
1993). Authentic assesments
- aim to be realistic representations of the actual tasks/activities we want to
assess competence in;
- aim to provide meaningful and relevant tasks/activities that are worth
doing;
- allow examinees substantial freedom in the interpreting of, responding to,
and even designing or selecting of tasks/activities;
- take a considerable amount of time;
- require expert judgment in scoring.
Eraut (1994) made a useful distinction between the various performance
assessment methods. First, there are methods that collect evidence on
(teaching) performance and products (of teaching). It is assumed that
competence is incorporated in the performance or in the product. Second,
there are methods that collect evidence of capability. Eraut defined capability
as knowledge in use; the knowledge and understanding that underpin
competent performance and that comprise knowledge of people, knowledge
of situations, and knowledge of practice. Third, there are methods that collect
evidence of both performance (or products) and capability. Generalizations
made from observing a candidate's performance on tasks and activities can
be improved on by questioning candidates about their understanding of
underlying principles and their knowledge of alternative strategies in coping
with variations in context (Jessup, 1991).
We drew three implications for developers of assessment procedures.
The first implication is that, in order to be able to develop an assessment
procedure for teachers, standards should be developed that represent the
key aspects of professional practice and that describe what we expect
beginning teachers to know and be able to do. Standards can be formulated
at different levels of generality. At their most general level, standards define
a profession. At a more specific level, standards describe what we expect
from teachers teaching a specific age group and/or subject (Roth, 1996).
This would imply that the connection between the curriculum standards for
__
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students and the standards for teachers who teach these students needs
to be considered. Those standards may describe the minimum that we
expect from teachers, but often implicitly show a vision of higher levels of
competence (Diez, Richardson, & Pearson, 1994). An important question is at
what level of specificity standards are formulated. If they are formulated at a
very general level, it is easier to get consensus, but there is considerable room
for different interpretations. If formulated very specifically, the standards
might have a limiting effect and fragmentize teaching (for examples of the
different ways in which this problem is dealt with, consider the vocational
qualifications in Great Britain, described as National Vocational Qualifications
(NCVQ, 1991) and those of the National Board of Professional Teaching
Standards (NBPTS, 1989) in the US).
The second implication is that it is important to consider carefully
the process of standards development. How standards are developed
significantly affects their nature, their effectiveness, and their credibility
(Roth, 1996). For instance, there is the question of who is involved in their
development. There are different stakeholders in education: teachers and
their organizations, students and their parents, state and local officials,
researchers and educational specialists. Standards need to be accepted
and understood by all parties involved, but in the first place by teachers
themselves. The question is how to deal with the different perspectives
(Dwyer & Stufflebeam, 1996). Another question concerns the sources of
information that are used to define the content of the standards. For this, we
refer to the section on research-based and practice-based perspectives on
what teachers should know and be able to do. Moreover, standards need
to be fair to teachers and reflect what is currently acceptable professional
practice (Dwyer, 1994a). At the same time, what is acceptable is not a static,
but a dynamic concept. This is particularly true at present, as the curriculum
in primary and secondary education in the Netherlands is undergoing
changes towards more independent learning that require new knowledge
and skills from teachers (Jansma, Wubbels, & Koster, 1997).
The third implication is that we should design assessment systems that
assess what is actually demanded of candidates in the real situation, i.e., on
the job. This implies that assessment methods should collect evidence both
on teaching performance and products of teaching and on knowledge and
understanding of teaching. Developers should consider whether beginning
teachers should be assessed in their own schools and in their own classrooms
or whether there are advantages in assessing them in simulated settings
_
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(Gonczi, 1994; Straetmans, 1995). In addition, since we cannot assess
everything, a choice has to be made regarding the tasks or activities which
best enable teachers to demonstrate that they meet the standards. Tasks or
activities have to be chosen in such a way that candidates have a fair chance
of meeting the standards regardless of the specific situations in their schools
in terms of resources and the support they get (Delandshere, 1994; Moss &
Schutz, 1999).
2.2 3 VALIDITY AND RELIABILITY OF PERFORMANCE ASSESSMENT
Performance-based methods seem to be the most promising methods for the
assessment of teachers, but they present serious problems with respect to the
content validity and the reliability of the scores they generate (Moss, 1994).
The first problem concerns the limited number of tasks/activities on which
to base decisions about a candidate's overall performance. We must feel
assured that the evidence about a candidate's performance adequately covers
teaching as we define it at present (Messick, 1994). This is a serious matter
because it appears that performance on tasks/activities is highly task-specific.
This means that there might be low reliability in terms of consistency in
performance across tasks that require knowledge and skills from the same
domain or on tasks/activities that are very similar (Gipps, 1994; Linn, Baker,
& Dunbar, 1991; Moss, 1994; Swanson, Norman, & Linn, 1995). In the case
of teacher evaluation, this implies that what a teacher can do in one context
does not generalize well to other contexts with other topics and other age
groups. A teacher may demonstrate competence in teaching a particular topic
to particular students of particular age groups, without necessarily showing
the same competence in teaching another topic to other students. Thus, both
the limited number of tasks and activities, and the fact that performance on
tasks/activities is highly task dependent, make it difficult to generalize from
the performance to the whole domain. Increasing the number of tasks tends
to increase both domain coverage and consistency across tasks, but this is not
always feasible because of extended testing time required (Linn, 1993). For
this reason, Messick (1994) advised combining the extended and more time-
consuming tasks that assess depth of understanding with shorter structured
tasks in order to reach acceptable levels of content validity.
The second problem with respect to reliability concerns consistency in
judging the performances on tasks and activities. Examinees are given
considerable freedom in the interpretation of the tasks and activities, in their
responses, and even in the selection of tasks and activities (e.g., in the case
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of selecting items for a portfolio). Their responses may vary widely and
be difficult to anticipate (Delandshere, 1994). Judging responses is made
even more difficult by the fact that the contexts in which candidates perform
tasks and activities are highly variable - and this is particularly true when
candidates are judged in the real context of the classroom and the school.
This puts a heavy burden on assessors. It implies that they must determine
how to take account of the context when judging a candidate. This calls
for trained assessors who are knowledgeable about the context. Training
enables assessors to rate according to specified criteria rather than their
own preferences. Another way of dealing with these problems is refining
instructions to candidates, specifying scoring instructions, and reducing
the variability of the context - and thus standardizing the task and activity
and narrowing the range of performances that are evaluated. If tasks and
activities, the scoring procedure, and the context are highly specified, levels
of interrater agreement will increase, but the validity of the assessment will
be compromised (Moss, 1994). For example, it will be easier to reach high
levels of interrater agreement about the number of questions a teacher poses
in a simulated lesson than about the quality and the appropriateness of the
questions put by a teacher in a real classroom. While the second situation
will reveal more about the qualities of the teacher, reaching agreement about
this issue requires a good deal of expertise from the assessors. In fact -
and this is an enduring problem - reliability and validity place conflicting
demands on the selection, formulation, and scoring of tasks and activities
(Delandshere, 1994; Gipps, 1994; Moss, 1994).
The concept of reliability, quantitatively defined in terms of consistency
of evaluation across raters on a given task and consistency in performance
across tasks that address the same knowledge and skills, needs to be
redefined, at least according to some assessment specialists (Gipps, 1994;
Moss, 1994, 1996). According to Gipps (1994), we should stop presenting
assessment as an exact science and give up the notion that something like
a 'true score' exists. In a similar vein, Moss (1994) argued that we should
acknowledge that complex performances like teaching are context-bound
and, therefore, likely to show inconsistencies. Advocates of the view that
reliability needs to be redefined argue that we should look for other measures
to make sure that the judgment process proceeds fairly and responsibly (Wolf,
Bixby, Glenn, & Gardner, 1991). The quality of assessors' argumentation and
the adequacy of selected evidence supporting assessors' judgments might,
for instance, serve as such a guarantee.
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Gipps (1994) suggested that the wide interest in performance assessment
is partly a response to the perceived emphasis on reliability at the expense of
validity. Indeed, as Messick (1995) stated, validity is the all-important quality
of an assessment. Messick (1995) defined validity as follows: "Validity is
an overall evaluative judgment of the degree to which empirical evidence
and theoretical rationales support the adequacy and appropriateness of
interpretations and actions on the basis of test scores or other modes of
assessment" (p. 741). Messick included the need to pay close attention to the
broad consequences of the assessment in making a value judgment about
the overall validity of an assessment procedure. Several authors have
tried to indicate what test qualities would deserve highest priority and
provide practical guidelines for the validation of performance assessment
(Bachman & Palmer, 1996; Crooks, Kane, & Cohen, 1996; Fredriksen & Collins,
1989; Gipps, 1994; Haertel, 1992; Kane, 1992; Linn, Baker, & Dunbar, 1991;
Straetmans, 1995). A great many quality criteria have been proposed, all of
which emphasize the need to collect evidence of the intended and unintended
consequences of the assessment (consequences, impact). In proposals for
different quality criteria of performance assessment, much emphasis is
given to the issue of the representativeness and comprehensiveness of
the assessment. Developers should aim to develop test tasks/activities that
are representative in the sense that they resemble the tasks/activities that
examinees carry out as part of their work (authenticity, fidelity). Developers
should seek to develop test tasks/activities that are representative for how
knowledge and skills are used in a range of other similar tasks/activities
and that elicit the complex thinking that is distinctive for the particular
domain (cognitive complexity, content quality, directness, interactiveness).
The assessment should be representative for the domain about which we
wish to draw inferences and the overall basis on which we base our
inferences should be broad enough to make generalizations to the larger
domain possible (content coverage, domain coverage, comprehensiveness).
Finally, the assessment should be conducted in a consistent and fair way
(fairness, comparability).
In our view, the above has three implications for the development of
an assessment procedure for beginning teachers. The first implication is
that, in order to reach acceptable levels of content validity, a mixture of
assessment methods should be developed consisting of open, extended
performance assessments and shorter structured tasks. In combination, they
should sufficiently cover the different aspects of teaching, so that decisions
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about a candidate are based on multiple lines of evidence. It is assumed that
examining different sources of information results in a more valid picture
of a teacher's overall performance (Shulman, 1988). In addition, in order
to broaden the base on which inferences are made about a candidate's
competence, assessments should be designed in such a way that candidates
are given the opportunity to comment on what they were trying to achieve
and why they selected one course of action rather than another. The question
remains as to how different types of information should be combined,
for instance, numerical scores and written summaries, in order to reach
an overall judgment. In addition, questions like whether a candidate can
compensate weaknesses on some aspects of the assessment with strengths
on other aspects need to be answered.
The second implication is that we should look for measures that ensure
that the judgment process proceeds responsibly. One measure that could
serve this purpose is to require assessors to have extensive knowledge
about the context of the assessment. This implies having assessors teaching
the same subject to students of the same level. Investing energy in the
training of assessors in a shared understanding of the standards and the
criteria, and in applying the criteria, can also contribute to such a responsible
process (Gipps, 1994; Wolf, 1995). In addition, the scoring procedure should
be designed in such a way that judgment proceeds systematically and the
steps assessors take to reach a judgment are open for inspection by others
(Moss, 1994,1996). Last, the sources of evidence on which judgments about
candidates are based should be varied. The question that remains to be
answered is how these requirements can best be met. For instance, what is
the best way to prepare assessors for their tasks? Also, are these measures
equally important or are some more important than others?
The third implication is that, in making decisions about the assessment
design and the development of tasks/activities, developers should define
the quality criteria that will help them make decisions about the total set of
instruments to be used for assessment. Bachman & Palmer (1996) argued
that, in order to achieve maximum usefulness of an assessment procedure,
an appropriate balance among different test qualities is needed. They
stated that individual test qualities must be evaluated in terms of their
combined effect on the overall usefulness of the test. In making decisions
about assessment methods and their design, developers should attempt to
compensate the weaknesses of one method with the strengths of another
method. Which combination is the most appropriate cannot be determined
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in a general way, but depends on the particular assessment situation and on
the purposes of the assessment.
Inspired by Bachman & Palmer, we propose the following qualities for
developers to consider in combination when designing an assessment
procedure for beginning teachers. Most of these qualities flow from what
was discussed before. Four qualities are concerned with the validity of the
assessment and one with the consistency or comparability of the assessment.
The sixth quality, practicality, is of a different nature and refers to the practical
considerations of time and money, which play a role in the development and
implementation an assessment procedure.
/. AUTHENTICITY
In order to justify the use of teacher assessments, we need to be able
to demonstrate that performance on the tasks/activities that are included
in the assessment correspond to performance in situations other than the
test situation itself. Authenticity refers to the degree of correspondence
between the tasks/activities the candidate is asked to carry out as part of the
assessment and similar tasks/activities in non-test situations (e.g., in the real
teaching situation). The degree to which developers design tasks/activities
that are faithful and realistic representations of what is actually required of
candidates on the job contributes to the authenticity of the assessment. A
critical feature of teaching is its complexity, and tasks/activities should reflect
this. Authenticity is also an important consideration in the designing of tasks/
activities that candidates perceive as relevant and significant aspects of their
work. This implies that candidates should have some say in determining
what is significant or relevant to their work. Authenticity provides a means
for investigating the extent to which score interpretations generalize beyond
performance on the assessment tasks/activities.
2. CONTENT QUALITY
Content quality refers to the extent and the type of involvement of a candidate's
capabilities in carrying out the tasks/activities included in the assessment. The
degree to which tasks/activities elicit specific areas of (EFL) knowledge and skills
as they are employed in practice contributes to their validity. Content quality
also refers to the extent to which the scoring criteria reflect the complexity
of the candidates' performances. The content quality of a task/activity can be
characterized in terms of the ways in which a candidate's personal characteristics
and specific areas of (EFL) teaching knowledge and skills are engaged by
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the task/activity. In order to make inferences about a candidate's teaching
capabilities, his or her responses to assessment tasks/activities must involve the
integration and use of relevant areas of EFL teaching knowledge.
3. DOMAIN COVERAGE
Domain coverage refers to the extent to which inferences about a candidate
are based on multiple lines of evidence that adequately cover the different
domains that define what beginning EFL teachers should know and be
able to do. It is important that different sources of information about a
candidate's performance are examined. The evidence on which decisions
about a candidate are based must be sufficiently broad and cover the
different content standards that define what teachers should know and be
able to do. Sources of evidence should be collected over a period of time and
consist of various types of data. Considering the context-specific nature of
teaching, the evidence should pertain to different settings, different ages
of students, and different lesson content. This is particularly important
because the purpose of the test is to make inferences that provide the
basis for making decisions about beginning EFL teachers' capabilities to
take on full responsibility for teaching students between the ages 12 and
18 in different schools with different school populations. Adequate levels of
domain coverage may conflict with considerations of efficiency and time.
Coverage refers to the breadth and depth of evidence.
4. COMPARABILITY
Comparability refers to the conducting of the assessment in a consistent
and responsible way. The conditions under which candidates carry out tasks/
activities should be similar and candidates should know what is expected of
them and know the criteria by which they are being assessed. Candidates'
responses should be scored consistently and according to the same criteria.
Scoring should proceed systematically and the steps assessors take to reach
a judgment should be open to inspection by others. Responsibly refers to
the expertise of the assessors and whether they are adequately prepared
for their job. Measures that improve interrater reliability are increased
specification of the task/activity, clear performance criteria, scoring guides
that help assessors to focus on the same features, and careful training of
the assessors. However, measures that increase comparability may be at the
expense of authenticity and content quality, because these measures may
limit the complexity of the performance that is being assessed.
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S. IMPACT
Impact refers to the extent to which the assessment has a positive or a negative
effect on individual teachers, and also on teacher education and the educational
system. At the level of individual candidates, the experience of carrying out
the assessment may contribute to a positive impact if they perceive the tasks/
activities as relevant. How results of the assessments are communicated to
candidates may also affect their perceptions. If candidates receive personalized
feedback on their performances, this may contribute to the assessment
having a positive impact. A profile would do justice to the complexity and
multidimensionality of the performance and could provide a candidate with
valuable information about his or her performance. Candidates may also be
affected by the decisions that are to be made about them on the basis of the
evidence gathered. Candidates should be treated fairly and uniformly. They
should be informed about the different aspects of the assessment procedure.
They should be given equal opportunities to demonstrate what they can do.
Throughout the development process, developers should consider potential
consequences of decisions for the candidates.
6. PRACTICABILITY
In developing the assessment, we try to achieve an optimum balance
between the five qualities described above. Achieving an optimum balance
requires that considerations of time and cost are taken into account in the
development and implementation of the assessment. This is particularly
important in developing teacher assessments, because of the complexity of
the undertaking. Development is costly and once tasks/activities have been
developed, they demand considerable investment of resources. What can
be achieved in terms of the five qualities described above relates directly
to the availability of resources. Cost and efficiency relative to the expected
benefits of the assessment should be taken into account when developing
instruments of assessment.
Ultimately, the aim is to develop a set of instruments that is useful for its
intended purposes by finding an optimum balance among the six qualities.
2.3 A FRAMEWORK OF IMPLICATIONS: REQUIREMENTS FOR AN ASSESSMENT PROCEDURE
The results of our analysis of recent literature on teaching and teacher
assessment are presented in Table 2.1. We have deduced fifteen implications
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that developers of teacher assessments should pay attention to and make
decisions about. These are listed in the left-hand column in the order in
which they appear in the text. The foundations or the rationale for these
implications are described briefly in the middle column. Questions and
problems that need further attention from developers are indicated in the
right-hand column.
Table 2.1 Implications deduced from theories on teaching and assessment resulting in
requirements for developers of beginning teacher assessments
Implications Foundations Issues
1. Both actions and cognitions
should be assessed.
1 Recent conceptions of teaching
define teaching as a cognitive
activity.
1 The relationship between
actions and cognitions is not well
understood
2. Teachers should be assessed in 2. Teaching involves responding
the context of their work flexibly to immediate situations
and adapting instruction to the
particular context, i.e.. students
and content
2. Contexts in which teachers
work differ considerably. The
question is how to judge
candidates reliably in these
various contexts.
3. Criteria on which teachers are
assessed should allow for a range
of acceptable ways to teach.
3. Teaching is not a routine or a
technique, but an activity in which
teachers make complex decisions
taking the content, the students,
and the situation into account
in the light of the goals of the
teacher
3. If there are many ways to
teach, the formulation of criteria
needs to allow for a range of
possible courses of action and
yet define what is considered |un)
acceptable.
4 Teaching should be
comprehensively defined and
include pre- and post-active
phases of teaching.
4. Limiting the definition of
teaching to performance in the
classroom means disregarding
much that is important about a
teacher's work.
4. Several methods of data
collection are needed to assess a
broad definition of teaching.
5. The diversity of what teachers
know and can do should be
captured by the assessment and
should result in a differentiated
profile
5. Teachers learn and develop
in various and complex ways,
depending on prior knowledge,
experience, and personality.
5. The question is how to reach
an overall decision: are decisions
based on compensation rules
or on minimum competence on
standards?
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6. Teachers should demonstrate
that they engage in deliberation
and reasoning about their
teaching practice.
6 Being able to articulate and
question actions and underlying
beliefs is an important tool in
learning to teach and teacher
development.
6 There is much debate about
the criteria on which to make
evaluative judgments about the
quality of teachers' deliberations
and reasonings.
7 Teachers should demonstrate
that they engage in professional
conversations with their
colleagues.
7 Collaboration with colleagues
on teaching tasks and teaching
problems and engaging in
reflective and critical dialogue are
important tools in learning to
teach and teacher development.
7a. There are no criteria on which
to base evaluative judgments
about the quality of professional
conversations
7b. Teachers often work in a
school culture that does not
encourage professional dialogue,
so there is no opportunity to
practice such dialogue
8 Research-based and practice-
based perspectives on teacher
knowledge should be involved
in establishing criteria on which
teachers are assessed
8. Both form important sources
of knowledge Acknowledging the
value of knowledge teachers
themselves generate makes the
assessment more valid.
8a The question is how to
distinguish between expert
teachers and experienced
teachers
8b Ways in which research-based
perspectives and practice-based
perspectives can interact have to
be established
9 Expert teachers should be
involved in the design of
assessment tasks and in the
judging of beginning teachers
9. By involving expert teachers
in the development and judgment
process, their practical knowledge
about what is critical in teaching
can be accessed in a natural way
9. Assessors need to be trained
extensively
10. Standards should be
formulated that describe key
aspects of professional practice
and what teachers should know
and be able to do
10. Standards describe the
outcomes of education and
training and what we actually
want beginning teachers to know
and be able to do.
10. Decisions should be made
about how standards are
formulated whether they
describe in general terms what
teachers should know and be
able to do or whether they are
subject- and level- specific and
aligned to curriculum goals for
students.
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11 Developers should take care
that the different stakeholders
involved in education have a say
in how standards are formulated.
11-There are different
stakeholders in education and
there is no consensus on what
good teaching involves There are
no absolute criteria It is important
to create acceptance of standards
among teachers themselves.
11. For reasons of content validity,
important skills need to be
covered adequately. This may
conflict with stakeholders'
decisions about what is important
to assess.
12. Developers should design an
assessment system that assesses
what is actually demanded on
the job and that collects evidence
both on teaching performance and
on knowledge and understanding
of teaching.
12- There is evidence that
performance assessments can
validly assess what is actually
required of teachers on the job
In addition, it is assumed that
the impact of performance
assessment on teachers will be
beneficial because the
assessment activities are
worthwhile in themselves.
12 Performance assessments
present serious problems with
respect to domain coverage and
the reliability of the scores they
provide.
13 A combination of methods
should be developed which
includes performance
assessments and more structured,
less time-consuming tasks/
activities that, in combination,
adequately cover different aspects
of teaching
13. It is assumed that examining
different sources of evidence
contributes to domain coverage
and results in a more accurate
picture of a candidate's
performance
13. The question is how to
combine the different types of
information about a candidate's
performance to reach an overall
decision.
14. Measures that could serve
as guarantees that the judgment
process proceeds fairly and
responsibly are having assessors
who are knowledgeable about the
contexts of the assessment;
having assessors who are
adequately prepared; using a
scoring procedure that is
systematic and transparent: and
the availability of varied evidence
on which to base judgments.
14 Because complex
performances are context bound
and assessing complex
performances requires
considerable expertise, the
concept of rel lability as it is
traditionally defined needs to
be redefined. Other measures
are needed that guarantee that
judgment proceeds reliably
14. The question is whether these
measures are of equal importance.
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15- In the design and development
of an assessment procedure, we
should attempt to achieve
optimum levels of usefulness of
the assessment by considering the
six test qualities in combination
15. Test developers need to find an
appropriate balance between the
different test qualities in relation
to the purposes of the assessment
15. Attempts to achieve optimum
levels of usefulness may conflict
with practicability concerns
This framework brings together insights from recent theories about
teaching and assessment and considers the implications forthe development
of teacher assessment procedures. The fifteen implications serve as
requirements for the design and development of teacher assessments.
First, the requirements indicate what should be assessed and the type of
performance (Nos 1, 4, 6, 7, 10). Second, they emphasize the importance
of involving the stakeholders (Nos 8, 9,11), i.e., the teachers themselves,
but also others, because teachers do not operate in a vacuum, but are
accountable to others, students in particular. Third, the requirements indicate
what methods should be used to assess teachers and how the assessments
should be administrated (Nos 12,13,14). They specify a set of quality criteria
that guide instrument development and the planning of the evaluation of
the procedure (No 15). Three requirements (Nos 2, 3, 5) aim to provide
additional guarantees for the development of an adequate assessment
procedure.
The framework clarifies the problems and tensions that surround
the development of teacher assessment procedures. The requirement to
include a teacher's cognitions in the assessment creates obstacles because
cognitions are not directly accessible. The same holds for the requirement
to assess teachers in context for validity reasons, as this creates problems
with respect to the reliability of the assessment. The need to develop
a combination of methods raises questions with respect to the choice
of methods and the best combination of methods. In addition, it raises
questions about how to combine the information resulting from these
methods. The requirements illustrate that developing teacher assessment
procedures is not only a complex technical process, but also a social and
political process. The need to formulate content standards implies that
a consensus can be reached among the divergent views on what good
teaching involves.
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2.4 SUMMARY
In this chapter, we examined studies on teaching, on assessment and
on validity and reliability issues in order to deduce implications for the
development of an assessment procedure for beginning teachers. An analysis
of these topics yielded a framework consisting of 15 implications that serve
as requirements for the development of teacher assessment procedures. The
framework also describes the foundations or rationale for the implications
and points to questions and problems that need further attention from
developers when taking the implications into account. The next task - now
the theoretically inspired requirements have been mapped out - is to find out
whether it is feasible to develop an assessment procedure that meets these
requirements. This is the subject of the next chapter.
3
FEASIBILITY OF THE REQUIREMENTS:
DESIGN AND DEVELOPMENT OF AN ASSESSMENT PROCEDURE FOR
BEGINNING EFL TEACHERS
In Chapter 2, recent literature on teaching and assessment was analyzed in
order to examine ways of approaching the development of an assessment
procedure for beginning teachers. Based on this analysis, we proposed a
framework that consisted of 15 implications serving as requirements for the
design and development of an assessment procedure. In this chapter, we
examine the possibility of designing and developing teacher assessments
that are consistent with the formulated requirements. Translating the
requirements into a specific assessment design and developing assessments
based on the design forms the essence of the present chapter. In this chapter,
we address the second research question:
Is it possible to develop an assessment procedure that meets these
requirements?
In exploring the actual development of an assessment procedure for
beginning teachers, we took the framework as a point of departure. In
order to take the framework a step further and specifically inform the
development process, we turned to models of test design and linked the
15 requirements to specific components of test design. In Section 3.1, we
present seven components of test design linked to the 15 requirements. The
seven components describe the activities to be carried out by developers and
that result in the creation of a test. In Section 3.2, we describe in detail how
each of the seven components was specified and each requirement realised.
In Section 3.3, we report on the actual development of the three assessment
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methods on the basis of the specification of the seven components. Each
assessment method passed through separate cycles of development. The
development of an assessor training is described in Section 3.4. In Section 3.5,
we give an account of how the three assessment methods were combined
to reach an overall judgement. A summary of the design and development
of the assessment procedure for beginning teachers is presented in Section
3.6.
3.1 LINKING THE REQUIREMENTS TO TEST DESIGN
The implications enumerated in the framework (Table 2.1) point to specific
requirements that the development of teacher assessments should meet.
However, the framework does not indicate the process through which
teacher assessments should be developed. Studies on test design and
test development describe the phases that should be considered in the
planning and design of a test. In the design phase, developers make specific
decisions and develop a specification of the tasks/activities to be included
in the assessment procedure. In the development phase, tasks/activities are
developed according to the test specifications.
We adapted components or phases of test design described by various
designers to suit our purposes (Bachman & Palmer, 1996; Haertel, 1992;
Standards for Educational and Psychological Testing, 1999; Stiggins, 1987).
Components of test design refer to decisions regarding the purposes of the
assessment, the characteristics of the candidates, who determines on what
candidates will be assessed and who the assessors will be, the description of
content standards, a plan for evaluating the quality criteria, a characterization
of the performance to be assessed, and the selection of assessment methods.
In Table 3.1, these seven components of test design are listed in the left-hand
column. The right-hand column contains a brief description of the decisions
we made in our study in order to specify each component. Between brackets,
we refer to the requirement as listed in Table 2.1 that applied to the specific
component. Although essential aspects of test design and test development,
the first two components were part of prior decisions and did not form part
of the 15 requirements.
•I
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Table 3.1 Components of test design linked to the specific requirements of teacher assessments
Components of test design Description of the components
1 Establishing the purposes of
the assessment
Providing an adequate information base for professional development
purposes
2. Description of characteristics
of candidates
3. Decisions about who
participates in the development
process.
4 Description of content
standards.
5. Plan for evaluating the
quality criteria.
6. Characterization of the
performance to be assessed.
Candidates were university-educated with an MA degree in English.
Candidates who took part in the field tests were still following their one-
year teacher education courses or had just started on their teaching careers
Three types of stakeholders were involved in the formulation of content
standards: policymakers, the research community, practising teachers, and
teacher educators {No 8. No 11 ). By analysing recent policy documents
and review studies of relevant research on (EFL) teaching, the views of
policymakers and the research community were included Members of
the development team represented the views of practising teachers This
development team consisting of five expert EFL teachers, one of whom,
a teacher educator, was closely involved in the development of tasks/
activities (No 9). At a later stage, two teachers and one teacher educator
were selected to act as assessors together with the development team
A series of activities was undertaken in order to arrive at a définition of
professional EFL teaching knowledge and skills (No 10) Three domains of
knowledge and skills were formulated in level specific terms and aligned to
EFL curriculum goals forstudents.
The set of quality criteria (No 15| was used in the initial consideration
of appropriate assessment methods and in the construction of specific
tasks/activities. They gave direction to the planning of formative evaluation
during field-testing. The quality criteria also served as the basis for
evaluating the extent to which the assessment procedure met the quality
criteria
The type of performance to be assessed pertained to pre-, inter-, and
post-active phases of teaching (No 4). This included interactive teaching
as well as products of teaching like lesson plans and teaching materials
produced by the candidate, and the decisions that underlied these products,
reflections on teaching, pedagogical (content) knowledge (No 1), and
candidates' reasoning with regard to their practices both individually and
collaboratively |No 6, No 7). Candidates' performances were observed in
context, with the candidate's own students or in settings that closely
resembled the school setting (No 2).
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7 Selection of assessment
methods and establishing test
specifications.
It was decided to develop a mixed assessment strategy consisting of
tasks/activities that differed in terms of structure, time needed to carry
them out, and setting: a written test with selected response items, a set
of simulations, and documentation on teaching practice through a portfolio
procedure with self-selected topics, but according to a specified format (No
12, No 13). The written test required candidates to select the best answer
The set of simulations required candidates to create a product or carry out
an activity and explain and justify their decisions The portfolio required
candidates to describe and reflect on their practices illustrating this with
various types of evidence. Candidates' responses on the simulations and
the portfolio were scored using broad criteria that candidates could meet
in a variety of ways (No 3). Two trained assessors scored the simulations
and the portfolio according to a specified scoring procedure The assessors
were expert EFL teachers who had received training (No 14) A profile
was composed based on the assessors records, summaries and scores
Narrative feedback that described performance on separate tasks/activities
and across tasks/activities and that indicated strengths and weaknesses
was provided to the candidates (No 5)
3.2 DESIGNING AN ASSESSMENT PROCEDURE
3.2.1 ESTABLISHING THE PURPOSES OFTHE ASSESSMENT
In this section, we discuss the purposes of the assessment. As we
indicated in Chapter 1, the intention of the study, at the start, was to
develop teacher assessments that would provide information for making
licensure decisions and that would serve professional development
purposes. As we stated before, the emphasis in our study shifted to
professional development purposes, because government measures were
not implemented and we did not have candidates at our disposal who
were to undergo assessment for licensure purposes. Obviously, in our
explorations of ways to develop teacher assessments, we kept licensure
issues in mind. For example, a licensure decision based on an assessment
must be fair: the assessment should provide adequate opportunities to
demonstrate what they know and can do and judgment should proceed
responsibly and transparently. The school that would employ such a
candidate should feel assured that all candidates who have passed the
assessment have sufficiently mastered essential knowledge and skills.
Therefore, the design of an assessment for licensing purposes must
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delineate essential knowledge and skills for beginning teachers and the
tests must adequately represent the content domain.
The main purpose of the assessment is that the information yielded
by the assessment should contribute to a teacher's professional growth.
Professional development gained increased importance, since learning to
teach is conceptualized as a process that continues throughout a teacher's
career and is not confined to the period of preparation for licensure.
According to this view, licensure is only a first step in a teacher's development.
It is generally recognized that teaching requires continued professional
development, because of the complexity of teaching and because of the ever-
changing political and social contexts in which teaching takes place. This
requires that teachers continually reflect and improve on their instructional
practices. By providing a candidate with a significant experience, the
assessment can enhance his or her understanding of what it means to
teach. This is particularly important when the procedure through which the
information is collected is lengthy and time intensive. It is assumed that
meaningful assessments have a positive impact on learning to teach and on
improving leaching practice. This has consequences for the choice of tasks/
activities that candidates are required to carry out. It also implies that the
outcomes of the assessment should be informative to candidates in respect
of their strengths and weaknesses. This has consequences for the way in
which the assessments are designed, how the candidates' responses are
scored, and how the outcomes of the assessments are reported.
This implies that we envision multiple purposes for the assessment.
Many evaluation systems combine summative and formative purposes
with different emphases on each purpose (Shinkfield & Stufflebeam, 1995;
Strange, 1997). In our view, time-intensive and complicated assessments like
teacher assessments should not only aim for summative purposes but also
for formative purposes.
3.2.2 DESCRIPTION OF CHARACTERISTICS OF CANDIDATES
It was decided to develop assessments for beginning grade one teachers of
English as a Foreign Language (EFL). As was argued in Chapter 2, teaching
is strongly influenced by the content of what is taught and by the students.
For that reason, the assessment should pay attention to subject and student
specific knowledge and skills. We chose English as a Foreign Language
because it is an important and an obligatory subject for all students of
secondary schools.
J
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To avoid unnecessary interference, the option of developing assessments
for grade one EFL teachers was chosen, because they are a relatively
homogeneous group in terms of prior education and training. Grade one
teachers are university educated with an MA degree in English. They take
their one-year teacher education course, which consists of theoretical and
practical preparation, at university based graduate schools of education.
Practical preparation (21 weeks and 50% of the course) preferably takes place
in two different secondary schools under the guidance of a cooperating
teacher.
Grade one teachers are licensed to teach all students in secondary
schools (ages 12-18), but they are the only teachers who are licensed to
teach in upper forms of secondary schools (ages 16-18) that prepare students
for further education. After licensure, they take on full responsibility for the
students assigned to them.
All candidates that took part in the study were university educated and
had an MA degree in English. The candidates who participated in the
field-testing of the instruments were following the one-year post-graduate
teacher education course or had recently qualified as grade one EFL teachers.
Recently qualified teachers who had just started on their teaching careers
took part in the final field-testing of instruments.
All preparation courses require that candidates complete their institutional
and practical teaching duties satisfactorily, and write a reflective report or
a portfolio describing their growth as teachers. The candidates in the study
had no experience in their teacher education course with the formal types of
assessment developed in the study.
3.2.3 DECISIONS ABOUT WHO PARTICIPATES IN THE DEVELOPMENT PROCESS
Participation in the development process takes place at the level of
establishing content standards for beginning EFL teachers and at the level
of the actual design of the procedure and the judging of candidates. We first
discuss the decisions at the level of establishing content standards. Next, we
discuss decisions at the level of the design, development of assessments,
and the judging of candidates.
There are various perspectives on what constitute the key aspects of
professional EFL practice and what EFL teachers should know and be
able to do. In order to create acceptance among the different parties
involved in teacher assessment, attention should be given to the process
by which content standards are established, and how different viewpoints
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are reconciled. Requirement 11 (Table 2.1) emphasizes that the views of
the different stakeholders in education should be represented and that they
should have a voice in defining what (EFL) teachers should know and be
able to do. Requirement 8 (Table 2.1) points to the need to involve research-
based and practice-based perspectives in establishing criteria on which to
judge teachers. In line with these requirements (Nos 8 and 11), we chose
three sources of information to inform the development of content standards
for beginning EFL teachers. These sources represent the views of different
stakeholders in education. The first source, consisting of five recent policy
documents, represents the viewpoint of public authorities (policymakers)
concerning expectations for teachers. The second source provides an insight
into good teaching generated by different types of research on teaching
and learning. The third source consists of the views on good teaching
of practicing EFL teachers themselves. In this study, the members of the
development team represented these views. Below, we look more closely at
how the development team was put together. The process by which the three
sources of information were combined consisted of analysis and discussion.
This process will be described at greater length in Section 3.2.4.
According to Requirement 9 (Table 2.1), expert teachers should be
involved in the design of assessments, because an important source of
knowledge for teaching lies in the practical knowledge of expert teachers.
They have extensive knowledge of the teaching context, knowledge of
teaching particular subject matter, and knowledge of particular difficulties in
teaching subject matter. However, this knowledge is often implicit and not
easily accessed. By involving expert teachers in the design of the assessment,
for instance, by asking them to judge the relevance of tasks and activities or
the particular difficulties involved in teaching particular subject matter, their
practical knowledge about teaching can be included. However, identifying
expert teachers is difficult, because teaching experience by itself does
not necessarily make a teacher an expert (Leinhardt, 1990; Sternberg &
Horvath, 1995). We solved this dilemma as follows. We called in the help
of the National Professional Organization of Teachers of Modern Languages
(Vereniging van Leraren in Levende Talen). They provided us with the names
of EFL teachers who stood out in their opinion. Five teachers (two male, three
female), one of them a teacher educator, were asked to apply. At least two of
the following criteria applied to them:
- their colleagues or former teacher educators considered them excellent
teachers (in three cases);
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they performed professional activities inside their schools such as
mentoring new teachers (in two cases);
- they were cooperating teachers for student teachers from teacher
education institutes (in one case);
they wrote about their own innovative practices in their schools for a
professional forum or were editors of a professional magazine for EFL
teachers (in two cases);
they were co-authors of EFL textbooks for students or developed
innovative materials for students or student teachers (in two cases);
they organized professional development activities for EFL teachers and
national conferences for EFL teachers (in two cases).
Their teaching experience ranged from 4 to 9 years, while the teacher
educator had 20 years of experience both in teacher education and in
teaching EFL in different settings.
With the author, these five teachers formed the development team. They
played a central role in defining what beginning teachers of English should
know and be able to do, in designing tasks/activities, in developing criteria,
and in acting as assessors. The development team worked on the project for
one day a week over a period of 18 months and, after that, on an incidental
basis. At a later stage, three more teachers, one of them a teacher educator,
were recruited (two female, one male). They received training and acted as
assessors with the members of the development team.
3.2.4 DESCRIPTION OF CONTENT STANDARDS
According to Requirement 10 (Table 2.1), content standards should describe
the key aspects of professional practice. We undertook a series of activities in
order to define the key aspects of professional EFL teaching knowledge and
skills. As indicated in Section 3.2.3, we examined three types of sources: policy
documents, research literature, and the views of members of the development
team. We first analyzed policy documents and research literature. A summary
of these analyses is presented in Table 3.2 and Table 3.3. The next activity
consisted of comparing the outcomes of the examination. This led to the
formulation of six conclusions. They formed the basis for the drafting of
three domains of knowledge and skills. Subsequently, the development
team became involved. A series of group discussions with members of
the development team was organized around the proposed domains. The
formulation of the three domains was revised in a number of meetings, until
members of the development team approved of the descriptions of the three
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domains (Appendix). An overview of the steps undertaken to arrive at the
definition of the content standards is presented in Table 3.4.
POLICY DOCUMENTS
Five policy documents were selected to provide input for a definition of
standards for beginning EFL teachers. The documents represent views on
what is expected of teachers in varying degrees of specificity. The first
document. Job Profile Teachers Secondary Education (1996) was expected
to form the basis for the assessment of teachers, if ultimately accepted
by the different stakeholders. The Framework Plan of the post-graduate
University Teacher Education Program (1996) describes current objectives
of grade one-teacher education courses. The Attainment Targets for Foreign
Language Teacher Education in Europe (1993) specifies what European
foreign language teachers should know and be able to do. Setting out
for Basic Education: Core objectives for English (1990) and Recommended
Examination Syllabus for Modern Languages (1995) specify objectives for
EFL students and form indirect sources for defining the knowledge and skills
of EFL teachers.
We provide a brief description of the contents of the five documents
below. A summary is presented in Table 3.2.
I. JOB PROFILE TEACHERS SECONDARY EDUCATION (19361
The Job profile is the first attempt in the Netherlands to describe the work
of teachers systematically. It must be seen in the context of a policy climate
that wishes to raise the status of teachers. The Job profile came about
by extensive consultation with all the parties involved in education, like
school boards and teaching unions. As a joint product of a great many
professional and governmental organizations, it carries considerable weight
in future policy making. It provides a comprehensive description of all the
tasks teachers in secondary schools perform or will perform in the near
future, and the skills and the dispositions they need to carry out these tasks.
One single teacher will never be able to perform all these tasks. It forms an
exemplary description of the tasks of experienced teachers in secondary and
vocational education.
The Job profile gives a description at three levels of specificity. Level I
describes teachers' duties in general terms that indicate what teachers share
with other highly educated professionals. Level II describes the duties that
teachers share in primary, secondary, or vocational schools, while Level III
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describes the distinctive duties of teachers in a particular sector of education,
like secondary, vocational, or adult education.
2. FRAMEWORK PLAN FOK THE POSTGRADUATE UNIVERSITY TEACHER EDUCATION PROGRAM 119961
The Framework plan is binding for post-graduate university teacher education
programs that prepare grade one teachers. A committee of representatives of
University Teacher Education Institutes formulated key principles, objectives,
and procedures within which each teacher education institute can work out
their own curriculum with concrete attainment targets. The Framework plan
formulates the characteristics and the tasks of grade one teachers. The result
is seven objectives for the one-year post-graduate course.
3 ATTAINMENT TARGETS FOR FOREIGN LANGUAGE TEACHER EDUCATION IN EUROPE (19931
The Attainment targets are the result of the work of a project group of
European Teacher Educators who are members of the Association for Teacher
Educators in Europe (ATEE). It sets out a vision of attainment targets for
language teacher education throughout Europe. These targets are to be
attained in the course of lifelong professional development. In this document,
there is a strong emphasis on the knowledge base of foreign language
teachers that has its source in theories of foreign language learning and
teaching. There is an emphasis on learner independence and self-directed
learning both for the teacher and for the students. The communicative
competence of the teacher and his or her awareness of cultural aspects of
language learning and teaching is stressed.
* SETTING OUT FOR BASIC EDUCATION: CORE OBJECTIVES FOP ENGLISH 11992)
RECOMMENDED EXAMINATION SYLLABUS FOP MODERN LANGUAGES 119951
These two documents are the result of intensive collaboration among
professional and governmental organizations in education and parties in
industry. In specific terms, they prescribe what all students in the Netherlands
should learn in secondary schools and how they should be assessed. The two
documents are discussed together here, because they both formulate student
objectives for the learning of English as a Foreign Language. The secondary
school curriculum in the Netherlands is going through a period of fundamental
change and large-scale innovation. An important underlying reason is the
need to improve the transition from primary to secondary education and from
secondary to higher education. Committees and subcommittees for specific
subjects formulated as overarching aims for general secondary education a
Table 3.2 Summary of recent policy documents on teachers and the secondary school curriculum
Job profile Framework plan Attainment targets Fl tencher
education
Core objectives and Examination
syllabus
Focus Experienced teachers in secondary education Beginning grade one teachers Experienced foreign language teachers Secondary school students
Sources Policy documents
Panels
Hearings
Interviews
Analysis of future trends
Content Secondary school teachers have duties
1.1 Which they share with other highly
educated professionals, for example to
continually develop their expertise;
12 As members of the teaching profession
and as colleagues in the school:
I11 With respect to the personal education
of students and their well-heing;
II.2 With respect to instruction and
supervision of student learning;
II3 As discussion partners of different
parties in and outside the school, e.g.,
parents;
III As teachers in secondary education,
which include planning the curriculum,
preparing lessons, carrying out instruction,
evaluating their teaching, and adapting the
curriculum
Policy documents
Expertise of committee
members
Grade one teachers are able and
willing to
1 Use subject and instructional
knowledge in teaching and
learning,
2. Teach independently and
stimulate student learning;
3 Communicate with students,
4. Create conditions for learning,
5 Participate in school level
activities,
6. Participate in action research
activities individually and with
others,
7 Continue their professional
development.
Research literature on the teaching
and learning of second and foreign
languages
1. Are autonomous learners themselves
and know about the factors leading to
success or failure in language learning,
2. Have knowledge of the process of
Europeamsation, and insight into and
skills in cross-cultural communication,
3. Are communicatively competent
and have developed insights into
the structure of language and how
language works as means of
communication;
4 Can create conditions for students
to learn and have the skills to bring
about learning, i.e., to help learners to
discover their needs, to set aims, to
discover learning styles, and to assess
their own progress
Policy documents
Research literature on second and foreign
language learning
Hearings
Panels
Core objectives at age 15:
A. Communicative competence in reading,
listening, speaking, and writing,
B. Learning strategies and compensation
C Socio-cultural competence:
D. Orientation on foreign language
learning.
Exit qualifications at age 17 or 18:
A Reading competence;
B. Listening competence.
C. Speaking competence;
D Writing competence.
E. Literature
These qualifications are at Levels 3 or 4
(with Level 5 as near native competence)
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broad-based development for all students, an active and independent role for
students, and taking individual differences among students into account. As
far as the EFL curriculum is concerned, the most important development is the
shift in emphasis from knowledge about the language to what can be done
with language. This is reflected in the formulation of core objectives in lower
secondary education and the requirements for school leaving examinations.
Students must become communicatively competent, which means that they
must learn to understand the language (the receptive skills: reading and
listening) and they must learn to express themselves intelligibly (the productive
skills: speaking and writing). The activities of the learners are given a central
position, with authentic language-use situations as their starting-points. In
order to stimulate autonomous learning, students must develop learning
strategies and compensation strategies in order to develop into independent
learners. In the school-leaving exam, the exit qualifications are formulated in
five domains: the four skills and literature. Within these five domains, general
skills are formulated varying from note taking in the foreign language to being
able to use the word processor for writing
In Table 3.2, we present a summary of the content of these documents
in so far as they are relevant to our purpose. The different backgrounds
and purposes of these documents are given. Most striking are the different
foci: experienced secondary teachers, beginning grade one teachers, and
European foreign language teachers. There is a gap between what is
expected of (beginning) teachers in general, as stated in the Framework
plan, and the outcomes of their teaching in terms of objectives for students.
This gap illustrates the generality of terms used to describe teacher duties or
teacher knowledge and skills. The Job profile and the Framework plan
work from a wider social perspective on the teaching profession. These
documents emphasize the fact that teachers are part of the school as an
organization. As such, they emphasize the need for all teachers to cooperate
with col leagues in the school and point to their wider responsibilities towards
others, notably parents, with respect to the well-being of their students.
They also stress the need for teachers to engage in continuous professional
development. The Core objectives for EFL students at age 15 and the
Examination syllabus describe in detail the objectives students should attain
with respect to the foreign language. By deduction, they provide concrete
indications of what EFL teachers should know and be able to do. The
Attainment targets for foreign language teacher education in Europe are an
additional help in this process of deduction.
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RESEARCH LITERATURE
For the purpose of defining what beginning EFL teachers should know and
be able to do, we consulted four bodies of research: effective teaching
studies, expert-novice studies, studies on teacher knowledge, and studies
on foreign language teaching and learning. Different images of the good
teacher emerge from the research literature. From the effective teaching
literature, a view of the good teacher emerges as someone who is able to
demonstrate effective classroom behaviors. Expert-novice studies describe
how expert teachers differ qualitatively from novice teachers both in their
actions and cognitions. Studies on teacher knowledge describe the content
of the knowledge of wise practitioners. Finally, studies on foreign language
learning and teaching focus on what we know about foreign language
learning and the implications of these insights for foreign language
teaching.
1. EFFECTIVE TEACHING STUDIES
Process-product studies of teaching describe correlations between teacher
behaviors and student gains on achievement tests. Research is conducted
in the classroom, where teacher behaviors are observed and correlated
to student outcomes. Based on this, teacher behaviors that consistently
show positive links to student achievement are described. Researchers point
out that the results have limitations and cannot be directly translated into
prescriptions for teaching practice, because the effective teacher behaviors
cannot be applied in all settings. For instance, findings must be qualified
by grade level, type of objective, type of students, and other context factors
(Brophy & Good, 1986; Creemers, 1991, 1994; Good, 1996; Rosenshine &
Stevens, 1986). However, the behaviors of effective teachers that have proved
to be consistent in a multitude of studies are the following:
Classroom management, keeping students productively engaged in academic
tasks and using classroom time effectively, keeping for a maximum length
of time a maximum number of students engaged in academic tasks and
creating and maintaining a quiet and orderly classroom climate;
Instructional behavior, interactive teaching by asking questions, giving
feedback to students, and correcting students;
Lesson organization: carefully structuring new information and helping
students to relate this to what they already know with clarity of presentation
and combining guided practice with independent practice;
Teacher expectations: communication of high expectations to all students.
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2. EXPERT-NOVICE STUDIES
Expert-novice studies were conducted to compare the thoughts and actions
of expert and beginning teachers. The main findings from these studies
include the following.
Expert teachers bring extensive knowledge to the teaching process, such
as subject knowledge, pedagogical knowledge, and knowledge of students. A
characteristic of expert teachers' knowledge is that it is thoroughly integrated
and accessible. In contrast, novice teachers' knowledge is fragmented and
less elaborate. For instance, novice teachers have difficulty in coming up
with explanations and illustrations of content unless they have prepared them
(Berliner, 1992, 1995; Chi, Glaser, & Farr, 1988; Sternberg & Horvath, 1995).
Expert teachers have also developed routines for frequently occurring
teaching functions. They perform these functions fluidly and without much
effort. Therefore, expert teachers can reinvest their cognitive resources in
attending to more complex problems. Novice teachers have few routines
and have difficulty in attending to different things at the same time.
Therefore, they have to invest considerable cognitive effort in performing
these frequently occurring functions (Berliner, 1992, 1995).
Experts and novices also differ in meta-cognitive or executive control of
cognition (Sternberg & Horvath, 1995). This is connected to the reinvestment
of expert teachers' cognitive resources in trying to understand problems and in
monitoring and evaluating the attempts to solve these problems (Eraut, 1994).
Connected to readiness to invest in problem solving is the disposition towards
reflection. Reflective teachers see teaching problems as opportunities to expand
their knowledge and expertise. The willingness to reinvest cognitive resources
in progressively more complicated problem representation is assumed to be
an important difference between experienced and expert teachers. By contrast,
beginning and non-expert teachers try to reduce the complexity of leaching
problems by paying attention to only one or two aspects of the problem
(Leinhardt, 1993). It is not clear whether a reflective disposition is the result
of superior meta-cognitive and executive control of cognition or the cause
(Sternberg & Horvath, 1995). Studies on the characteristics of expert teachers
have not made clear how one develops into an expert and why some teachers
acquire the characteristics of experts and others do not.
3. STUDIES ON TEACHER KNOWLEDGE
The assumption that knowledge plays a central role in expert performance
led researchers to examine and describe teachers' knowledge. On the basis
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of studies conducted in specific subject-matter contexts, Shulman (1987b)
proposed seven categories or domains of teacher knowledge: content knowledge,
general pedagogical knowledge, curriculum knowledge, pedagogical content
knowledge, knowledge of learners and their characteristics, knowledge of
educational contexts, and knowledge of educational ends, purposes, and values.
In recent years, many different schemes for categorizing teacher knowledge
have been proposed (Van Driel & Verloop, 1998). These schemes for analyzing
and categorizing teacher knowledge must be seen as heuristic devices for
helping us think about teacher knowledge and not as actually existing entities.
Teachers' knowledge is highly interrelated (Borko & Putnam, 1996; Grossman,
1995). Here, we follow Grossman's conceptualization (1989,1990).
Building on Shulman's categories, Grossman proposed four domains
of knowledge for teaching: subject matter knowledge, general pedagogical
knowledge, pedagogical content knowledge, and knowledge of educational
contexts. Subject matter knowledge is important for good teaching because
it affects both what teachers teach and how they teach it (Grossman, 1995).
General pedagogical knowledge includes knowledge of classroom organization
and management and knowledge of instructional strategies. Knowledge of
educational contexts consists of knowledge of the multiple situations within
which teachers work and includes knowledge of students and their families
and knowledge of local communities. Central in these four domains is the
domain of pedagogical content knowledge (PCK), first described by Shulman
and later expanded by others (for an overview of different conceptualizations
of PCK, see Van Driel, Verloop, & De Vos, 1998). According to Shulman
(1987b), PCK represents "that special amalgam of content and pedagogy that
is uniquely the province of teachers, their own special form of professional
understanding" (p.8).
Grossman (1990) elaborates on Shulman's definition and considers PCK as
central in the knowledge of teachers. According to Grossman, PCK comprises
four components. The first component relates to a teacher's overarching
conception of what it means to teach a particular subject and what is
important for students to learn. The second component concerns a teacher's
knowledge of students' understandings and potential misunderstandings
of particular subject matter content. Knowing about understandings and
misunderstandings is necessary in order to design appropriate instruction.
The third component is a teacher's knowledge of curriculum and curricular
materials. The fourth component is a teacher's knowledge of strategies and
mental representations of subject matter for teaching particular topics.
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4. STUDIES ON SECOND AND FOREIGN LANGUAGE LEARNING AND TEACHING
Views of good language teaching have changed considerably in recent years.
These changes are closely bound up with theories of Second Language
Acquisition and cognitive theories of language learning. Half a century ago,
language was predominantly seen as a collection of rules and knowing the
language meant being grammatically competent (Met & Galloway, 1992).
Learning a second language involved mastering the rules of the language
in a succession of steps, each building on the one before. The approach
to teaching the language that evolved from this view of language was
the Presentation Practice Production model, with a first stage in which a
grammatical rule was presented explicitly or implicitly, followed by a
guided practice stage to automatize the new rule. In the last stage, the
production stage, control and support would be reduced and the learner
would be required to use the rule spontaneously. While this model is still
the most prevalent teaching model, it is discredited by researchers because
of the centrality of the teacher's role, the lack of attention given to the
communicative functions of language, and the lack of attention given to
theories of language acquisition (Skehan, 1998).
In recent views, language is viewed as communication and knowing
a language means being communicatively competent. Communicative
competence is a creative ability that develops through real communication.
The classroom should be a place where a need for communication is created.
The emphasis lies on what learners can do with the language as opposed to
what they know (Brumfit & Johnson, 1981; Nunan, 1988). Cognitive views of
language and Second Language Acquisition theories have not yet resulted
in integrated proposals for language teaching. However, these theories have
influenced assumptions about how one should teach the foreign language.
First, the role of grammar has changed considerably. The assumption
of Second Language Acquisition theories is that learning a language is a
developmental and organic process that follows its own internal agenda.
Learners cannot acquire grammar rules for which they are not ready
developmentally. However, teachers should not abandon grammar teaching,
as there is empirical evidence that grammar instruction results in faster and
more successful learning, because it makes learners aware of rules. The
effects of grammar teaching are not immediate, but only noticeable after a
period of time (Ellis, 1994, 1997).
Second, these theories point to the importance of creating an environment
that promotes natural learning and in which learners are exposed to
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worthwhile and authentic language use. Interaction both with aural and
written language is seen as vital for continued second language development.
An important feature of that environment is formed by the teacher and the
degree in which he or she uses the foreign language for instructional and
management purposes (Ellis, 1997; Nunan, 1999).
Third, another feature of a stimulating language environment is the
involvement of learners in realistic and worthwhile activities or tasks that
simulate authentic situations and provide both opportunities and reasons
to communicate. Task-based approaches to teaching encourage learners to
drive their interlanguage systems forward by engaging in meaning focused
activities (Skehan, 1993,1998). To avoid the danger that learners give priority
to meaning over form, task-based approaches combine a focus on meaning
and a focus on form (Skehan, 1998; Willis, 1996).
Fourth, cognitive perspectives on language learning view it as a complex
cognitive skill. According to these views, it is important for learners to develop
their meta-cognitive, cognitive, and social/affective skills to compensate for
their lack of knowledge of the foreign language and to be able to continue to
develop their interlanguage system (O'Malley & Chamot, 1990; Oxford, 1990;
Wenden & Rubin, 1987).
In Table 3.3, a summary is presented of what the four bodies of research
tell us about the characteristics of good teaching or good teachers. They
approach the question of the good teacher from very different perspectives.
They use different research methods; they focus on different aspects of
teachi ng (behaviors, characteristics of expert teachers, categories or domains
of teacher knowledge, elements of second or foreign language teaching),
on different subjects, and on different levels (elementary or secondary
school). Effective teaching studies point to a number of empirically proven
effective teacher behaviors. Expert novice studies emphasize the importance
of knowledge for teaching and the importance of the disposition towards
reflection. Stud ies on teacher knowledge identify the categories of knowledge
that good teachers should possess, with pedagogical content knowledge
being considered central to teaching. Studies on foreign language learning
and teaching point to communicative competence as the central focus of
foreign language learning and give indications of how foreign language
teachers should help students to become communicatively competent. These
different sources offer us a complex and differentiated picture of what the
good foreign language teacher should be like and what he or she should
know and be able to do.
Table 3.3 Summary of insights from four types of research on teaching and learning
Effective teaching studies Expert-novice studies Studies on teacher knowledge
Focus Effective teaching behaviors Differences in cognitions between Wisdom of practice in terms of
expert and novice teachers categories of teacher knowledge
Methods Observation of classrooms in Verbal reports, thinking aloud. Verbal reports, narrative accounts,
natural contexts retrospective techniques interviews, concept maps, observation
followed by interviews
Content Effective teachers
1. Keep students actively
engaged and use classroom
time effectively;
2. Demonstrate instructional
behavior with a lot of
interaction;
3. Structure new information
and help students relate this to
what they know, show clarity
of presentation, and provide
guided and independent
practice;
4 Have high expectations for
student learning and
performance
Expert teachers have
1. Extensive, well-integrated, and
accessible teaching knowledge;
2 Well-developed routines for
handling frequently occurring
teaching functions;
3. Meta-cognitive and executive
control of cognition, expert
teachers have the disposition
towards reflective practice which
is considered to be central to
expert teaching.
Wise and experienced teachers have
1 Subject matter knowledge;
2 General pedagogical knowledge;
3 Pedagogical Content Knowledge.
- Overarching conceptions of the
purposes of teaching subject
matter.
- Knowledge of students'
understandings and
misunderstandings;
- Knowledge of curriculum and
materials,
- Knowledge of strategies and
representations for teaching
particular topics
4 Knowledge of educational contexts.
Studies on foreign language
learning and teaching
Foreign and second language
learning and teaching from cognitive
and language acquisition
perspectives
Self-reports, thinking aloud,
observation, experimental designs
Elements of good language teaching
1. Grammar teaching should play a
supporting role in language learning;
2. The foreign language should
be used for instructional and
management purposes;
3 Learners should be involved in
meaningful tasks and activities that
create a purpose for communication
and that combine a focus on meaning
and on form;
4. Teachers should help students
to acquire the strategies needed to
continue independent learning and to
compensate for lack of knowledge of
the target language
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COMBINING THE INFORMATION OBTAINED FROM POLICY DOCUMENTS AND RESEARCH LITERATURE
We looked for overlap or recurring emphases in the two information sources
in order to arrive at a synthesis. We summarize these recurring patterns in
six conclusions. Between brackets, we refer to the sources that support the
conclusions.
1. Essential knowledge and skills for beginning teachers are connected to
the primary process: planning lessons, giving lessons, monitoring and
evaluating student learning (Table 3.2: Job profile III; Framework plan 2;
Table 3.3: Effective teaching studies 1-4). This conclusion is supported
by the fact that, in the Netherlands, beginning teachers are expected
to take full responsibility for teaching the students that are allotted to
them. However, it is not expected that beginning teachers carry out their
responsibilities as fluidly and easily as their experienced colleagues (Table
3.3: Expert novice studies 2, 3).
This implies that beginning teachers should have the following knowledge
and skills:
2. They should know how to create the conditions for the productive learning
of their students and how to create an environment in which learning
takes place (Table 3.2: Job profile II.1; Framework plan 3, 4; Attainment
targets for foreign language teachers 4; Table 3.3: Effective teaching
studies 1, 4; Studies on teacher knowledge 2).
3. They should know how to create the conditions for foreign language
learning and should be able to help students to attain curriculum goals
(Table 3.2: Job profile II.2; Framework plan 2; Attainment targets for
foreign language teachers 4; Core objectives; Examination Syllabus; Table
3.3: Studies on teacher knowledge 3; Studies on foreign language teaching
and learning 1-4).
Because teaching is a complex skill that requires lifelong learning, beginning
teachers should have the attitude and the skills to continue their development.
This means that
4. They should know how to benefit from teaching experience in order to
develop their expertise and continue learning to teach (Table 3.2: Job
profile I.I; Framework plan 6, 7; Attainment targets for foreign language
teachers 1; Table 3.3: Expert-novice studies 3).
Beginning teachers are members of the school organization that works
towards the creation of optimal conditions for students to learn and live.
They should be able to cooperate with colleagues in the school in order to
create these conditions. As members of the school organization, they have
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responsibilities towards others, especially parents, with respect to the well-
being of students. This implies that
5. They should be able to f unction as members of the school team (Table 3.2:
Job profile 1.2; Framework plan 5, 6).
6. They should be aware of and be able to assume responsibility towards
others, for instance, parents (Table 3.2: Job profile 11.3; Framework plan 5).
Based on these six conclusions, we composed drafts of three domains of
knowledge and skills for beginning EFL teachers. These three domains consist
of subdomains, which describe the knowledge and skills in each domain
at a more specific level (Appendix). Domain I, promoting the conditions
for students learning, describes the knowledge and skills beginning EFL
teachers share with other secondary teachers. Domain II, promoting student
learning of English as a foreign language, describes the knowledge and skills
that are specific to grade one EFL teachers. These two domains refer to the
essential elements in beginning teachers' work, the primary process. Domain
III, promoting one's own professional development and being accountable to
others, points to teachers' wider responsibilities as members of the school
organization and describes what beginning teachers need to know and
be able to do in order to continue learning. This is especially important
because we do not expect beginning teachers to be equally competent in all
subdomains.
ROLE OFTHE DEVELOPMENTTEAM IN THE FORMULATION OF CONTENT STANDARDS
The first draft based on policy documents and research literature was
presented to the development team in order to include their views on critical
aspects of teaching for beginning EFL teachers. The development team was
consulted through a series of activities. Based on the first draft of the three
domains, questions were formulated and answered as preparation for a group
discussion. The questions related to whether they recognized their practice
in the descriptions, whether the descriptions were complete, and whether, in
their opinion, the descriptions applied to beginning EFL teachers. A series
of group discussions were organized, discussing two subdomains at a time.
The discussions were recorded and summarized. The next step consisted of
revising, reformulating, and adding to the domains based on the summaries.
Subsequently, members of the development team commented on the revised
descriptions. The researcher incorporated their comments. In the final stage,
the researcher submitted the revised descriptions to the development team for
approval. The complete process from the analysis of documents and research
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literature to the contributions of the development team is summarized in Table
3.4. For the full texts of the domains, see the Appendix.
Table 3.4 Overview of activities leading to the final formulation of the three domains of
knowledge and skills
1. Analysis of policy documents and research literature (see Tables 32 and 3 3).
2. Formulation of six conclusions and drafting of three domains with subdomains.
3. Group discussions with members of the development team based on prepared questions. The discussions
were taped and summarized.
4 Based on the summaries, the domains and subdomains were revised, reformulated, or added to
5. Members of the development team commented on the revised descriptions.
6 The researcher incorporated the comments in the description of the domains and subdomains.
7 Final draft of domains and subdomams submitted for approval to the development team (see Appendix).
In the discussions with members of the development team, three issues
with respect to the formulation of the domains emerged. The first issue
related to how to acknowledge the contrary views on good practices
among practitioners themselves and between practitioners and the research
literature, and how to go about this in the formulation of subdomains. An
example of this is the use of the foreign language for instructional and
management purposes. The research literature strongly recommends the
use of the foreign language in the classroom. Many practitioners, especially
teacher educators, endorse this view, but many others have strong views to
the contrary and do not use the foreign language for instructional purposes,
especially with younger students. We tried to find a balance between
these different views by stating that the beginning teachers should have
"...developed a point of view about speaking English in the classroom as a
means of instruction and communication" (see Appendix, Subdomain lia).
This formulation offers room for a diversity of standpoints, but requires the
teacher to explain his or her position.
The second issue is related to the "lead or lag" problem, which refers to
how future developments and innovative practices can be taken into account
in the formulation of domains without losing sight of actual practice. This issue
turned out to be most relevant, because of major changes in the curriculum
of the lower and upper forms of secondary schools. We tackled this problem
by considering case-by-case whether a lead or lag approach would be taken in
the formulation of domains. An example of a lead approach is the following.
New curriculum goals for students, like an emphasis on learner independence,
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require different skills from teachers. When we started formulating the
standards for EFL teachers, members of the development team had themselves
very little practical knowledge about how to guide their students to greater
independence. Consequently, they wondered whether it was reasonable to
expect the new skills from beginning teachers. In the end, it was decided
to incorporate the innovative elements in the descriptions, because they
agreed that the description of the domains should be aligned to the curricular
goals of students. An example of a lag approach to meeting actual teaching
practices is the formulation of the subdomain Vocabulary and Grammar. In the
daily practice of teachers, the teaching of grammar and vocabulary plays an
important part. In the research literature and in the school curriculum, grammar
and vocabulary play a subservient role. A separate subdomain for Vocabulary
and Grammar was formulated, although it can be argued that vocabulary and
grammar should be incorporated in the description of other subdomains.
The third issue that concerned the development team was that the three
domains and subdomains split the work of EFL teachers into discrete entities,
and, in doing so, violated the holistic nature of teaching. For assessment
purposes, it was necessary to analyze and describe these knowledge and
skills, but it should be realized that, in teaching, they are interwoven and
inseparable. The domains and subdomains should be seen as aspects
of teaching that are analytically separable for the purpose of creating
assessments, but are not discrete in real life.
3.2.5 PLAN FOR EVALUATING THE QUALITY CRITERIA
Requirement 15 (Table 2.1) indicates that we should attempt to achieve
optimum levels of usefulness of the assessment for its intended purposes by
considering six test qualities in combination. Based on the six quality criteria,
we formulated a set of questions that guided the design and development
process. We used these questions in the initial consideration of specific
tasks/activities to be included in the assessment (Section 3.2.7), in the
planning of formative feedback during field-testing (Section 3.3), and in the
evaluation of the extent to which the developed assessment procedure had
met Requirement 15 (Section 5.1.2).
AUTHENTICITY
As described i n Chapter 2, authenticity refers to the degree of correspondence
between the tasks/activities included in the assessment and the (teaching)
tasks/activities candidates carry out in reality. The closer the similarity
FEASIBILITY OF THE REQUIREMENTS 71
between tasks/activities in the test situation and the real situation, the easier
it is to make inferences about a candidate's performance on similar tasks/
activities in the non-test situation. Assessment tasks/activities are more
authentic if they mirror important features of tasks/activities in the real
situation. Authenticity also refers to the conditions under which candidates
are required to carry out tasks/activities. If candidates carry out tasks/activities
in real contexts, in their own school and with their own students, this
contributes to the authenticity of the assessment. If conditions differ too
much from conditions in the real situation, extrapolation from a candidate's
performance to the non-test situation is problematic. Another aspect of
authenticity refers to whether candidates have some say in choosing the
tasks/activities by which they will be assessed. Standardizing conditions
under which candidates carry out tasks/activities affect the authenticity of the
assessment. We formulated three questions that needed to be considered in
designing teacher assessments. First, to what extent do the tasks/activities in
the test faithfully represent tasks/activities that beginning EFL teachers carry
out in the real situation? Second, to what extent do the conditions under
which the tasks/activities are carried out in the test situation correspond to
conditions in the real situation? Third, to what extent have the candidates a
choice in how they demonstrate that they meet standards?
CONTENT QUALITY
Content quality refers to the degree in which the tasks/activities included in
the assessment elicit relevant EFL teaching knowledge and skills. Content
quality refers to the degree in which the tasks/activities elicit the complex
cognitive processes that are assumed to underlie teaching, like integrating
different types of knowledge, making decisions about courses of action, and
reflecting on experiences. Content quality also refers to the extent to which
the scoring criteria reflect the complexity of the candidates' performances.
We formulated the following questions. First, to what extent do tasks/
activities elicit relevant and important evidence about the candidate's EFL
teaching knowledge and skills? Second, to what extent does the scoring
procedure capture important qualities of task performance?
DOMAIN COVERAGE
Domain coverage refers to the extent to which inferences about a candidate
are based on multiple lines of evidence that adequately cover the different
domains that define what beginning EFL teachers should know and be able
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Table 3.5 Guiding questions for the evaluation of the quality criteria
Quality criterion Questions
Authenticity (degree of
correspondence of test tasks to
real tasks).
Content quality (extent to which
test tasks elicit important qualities
of task performance).
Domain coverage (extent to which
test tasks provide information
from different angles and cover
the domain]
Comparability (extent to which
information about a candidate
is gathered and scored in a
consistent and responsible way).
Impact (extent to which the
assessment has a positive impact
on candidates).
Practicability (extent to which the
assessment procedure is efficient
in terms of time, energy, and
money).
1. To what extent do the test tasks/activities faithfully represent
tasks/activities that beginning EFL teachers carry out in the real
situation?
2 To what extent do the conditions under which the test tasks/
activities are carried out correspond to the real situation'
3 To what extent are the candidates given a choice in how to
demonstrate what they know and can do?
4. To what extent do the test tasks/activities elicit relevant and
important evidence about a candidate's EFL knowledge and
skills'
5 To what extent does the scoring procedure capture important
qualities of test task performance'
6 To what extent do the test tasks/activities appropriately cover
the three domains?
7 To what extent is the information about a candidate based on
multiple lines of evidence'
8. Are the conditions under which the candidates carry out the test
tasks/activities specified'
9. Do the candidates know criteria by which they will be assessed?
10. Is the procedure by which the candidates' responses are scored
consistent and in accordance with specified criteria?
11 Are the assessors knowledgeable and adequately prepared?
12 Do the candidates perceive the test tasks/activities as relevant
for their work as EFL teachers'
13. Is feedback provided to the candidates?
14. Is the feedback relevant and meaningful to the candidates?
15. To what extent is the administration of the assessment
procedure efficient in terms of time, money, and resources for
the candidates and assessors'
16. To what extent is the development of methods efficient in terms
of time, energy, and resources?
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to do. It is important that different sources of information about a candidate's
performance are examined. We formulated the following questions. To what
extent do the tasks/activities included in the test appropriately cover the
three subdomains? To what extent is the information based on different
sources of evidence?
COMPARABILITY
Comparability refers to the extent to which the assessment is conducted in
a consistent and responsible way. We formulated the following questions.
First, are the conditions under which candidates carry out tasks/activities
specified? Second, do the candidates know the criteria by which they are
being assessed? Third, is the procedure by which responses are scored
consistent and in accordance with specified criteria? Fourth, have the
assessors sufficient knowledge about the context of the assessment and are
they adequately prepared?
IMPACT
Impact refers to the negative or positive consequences of the assessment on
the candidates, but also on teacher education and the educational system.
We limit the question to the impact of the assessment on candidates. We
formulated three questions. First, do candidates perceive the tasks/activities
included in the assessment as relevant for their work as EFL teachers?
Second, is feedback provided to the candidates? Third, do the candidates
perceive the feedback as relevant and meaningful?
PRACTICABILITY
Practicability refers to the efficiency of the procedure in terms of time, energy,
and money. We formulated two questions. To what extent is the procedure
efficient in terms of time, energy, and resources for candidates and for
assessors? To what extent is the development of methods efficient in terms
of time, energy, and resources?
In Table 3.5, we listed the quality criteria in the left-hand column and the
questions in the right-hand column. We kept these questions in mind while
making decisions about the selection and construction of tasks and activities.
During field-testing, the formative evaluation was guided by these questions.
In Section 5.2.1, we evaluate through logical questioning the extent to which
the developed procedure met these qualities.
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3.2.6 CHARACTERIZATION OF THE PERFORMANCE TO BE ASSESSED
The assessment should provide evidence of whether a teacher is competent
with respect to the three domains that have been formulated in Section
3.2.4. In this section, we specify the performances that can best reveal that
beginning EFL teachers meet the standards in the three domains (Appendix).
Five requirements in Table 2.1 related to the nature of the evidence we should
collect in order to make a judgment about what beginning teachers know
and can do (No 1, No 2, No 4, No 6, and No 7). The nature of the evidence
is connected to our conception of good teaching, which emerged from the
review of studies on teaching in Chapter 2. Good teaching requires specific
(EFL) teaching knowledge and skills as described in the three domains. This
conception of good EFL teaching points to the need to collect certain types
of evidence. The five requirements mentioned above help specify the nature
of this evidence.
This specification supports subsequent decisions about the choice and
the design of assessment methods that can best be used to collect these
types of evidence. First, the sources of evidence should not be limited
to the interactive phases of teaching but should also take pre-and post-
active phases into account and instruments should collect evidence on
all these phases (No 4). Second, instruments should collect evidence on
a teacher's actions and cognitions (No 1). Observations of what teachers
do, and examination of the products of teaching, such as lesson plans or
evaluations of student work in combination with candidate's explanations
and reasoning, provide such evidence. Candidates' performances can be
observed when they engage in acts of teaching or in the creation of the
products of teaching, but also when they deliberate about teaching practice
individually and with colleagues (No 6 and No 7). Since teachers' actions
and decisions shape and are shaped by the context, collecting valid evidence
about a teacher can best take place in context (No 2). The candidate's
own context, in his or her school with his or her own students, is to be
preferred. In practice, this will not always be possible. Our conception of
teaching also points to the need to collect evidence of the candidate's specific
EFL pedagogical (content) knowledge, that is, knowledge of facts, concepts,
theories, and principles that underpin classroom decisions and actions.
3.2.7. SELECTION OF ASSESSMENT METHODS AND ESTABLISHING TEST SPECIFICATIONS
In Section 3.2.6, we described the types of performances that could reveal
what a candidate's knowledge and skills in the three domains. In this section.
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we specify the tasks/activities that, in our view, best elicit those performances.
In considering the selection and specification of tasks/activities, we also refer
to the qualities and the questions formulated in Table 3.5. This section results
in the selection of assessment methods and a specification of the test tasks/
activities that will be developed in Section 3.3.
In our considerations about the selection and design of tasks/activities
that best elicit the performances characterized above, we made some
complex decisions. These decisions pertained to the degree of structure and
standardization of tasks/activities included in the assessment, the setting
in which evidence about a candidate's performance was collected, and the
type of tasks/activities, the scoring procedure, and decisions regarding the
reporting of results to candidates.
Requirement 12 points to performance based assessment as the most
promising methods of assessing complex activities like teaching. However, since
performance based methods of assessment are time-consuming. Requirement
13 points to the need to examine different sources of evidence that consist of
open, extended tasks/activities and shorter, structured tasks/activities. Structure
refers to the different degrees of constraint imposed on candidates by the
different types of tasks/activities, the candidates' responses to these tasks/
activities, and the scope or size of the criteria used in judging the candidates'
responses (Messick, 1994). In view of developing teacher assessments, we
interpreted degrees of constraint as referring to whether candidates are required
to do the same tasks/activities or whether they have some choice; the latitude
allowed to candidates in their interpretations of the tasks/activities and how to
respond to them; and how the candidates' responses are scored. In addition,
the tasks/activities differ in the time needed to carry them out and the setting in
which they are carried out: the school or elsewhere.
Requiring candidates to respond to equivalent tasks/activities under equal
conditions and scored by specified criteria would seem sensible, as it would
provide evidence that all candidates adequately performed specified tasks/
activities that a re believed to be crucially important for all beginning teachers.
However, developing the same tasks/activities for all candidates does not
take into account the fact that beginning teachers develop in different ways
under the influence of personal and environmental factors (Requirement 5).
From this viewpoint, gaining a valid picture of a candidate that captures
the various ways in which a beginning teacher learns and develops implies
allowing the candidate choice and flexibility in meeting the criteria by which
he/she is judged.
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In selecting assessment methods, we decided on tasks/activities that
would give candidates increasingly more latitude in interpretation and in
response and more choice in determining by what tasks/activities they might
want to be judged. We also decided on scoring procedures that would
increasingly respond to expert judgment. In addition, we decided on tasks/
activities that were efficient in terms of time, and tasks/activities that were
time-consuming, butthat offered more than a momentary view of candidates'
knowledge and skills. Finally, we decided on tasks/activities that would
require the collection of information in the school and outside the school.
In considering methods that, in combination, best met the criteria
discussed above, but could also map the three domains that describe
the knowledge and skills of beginning EFL teachers, capture the type of
performances specified in Section 3.2.6, and also meet the quality criteria
discussed in Section 3.2.5, we regarded three assessment methods as being
most appropriate to our specific purposes: a written test that consisted
of short structured questions that could efficiently assess the candidate's
specific (EFL) knowledge of facts, principles, theories, and concepts; a set
of simulations that consisted of realistic and important tasks/activities for
beginning teachers and that would provide evidence of the candidate's
actions or results of actions and underlying decisions; and a portfolio that
contained self-selected topics and described the candidate's current practice
and the candidate's reflections on his/her practice. We discuss these three
assessment methods in detail below.
WRITTEN TEST
There are different formats for written tests, varying from multiple choice,
true-false questions and matching formats, to short answer formats. A written
test is an efficient instrument for assessing the underpinning knowledge of
facts, concepts, principles, and theories. It emphasizes that (EFL) teaching
calls for an extensive knowledge base that is not easily addressed by other
types of tasks/activities. The development of a written test is costly, but, once
it is developed, it is economical.
An advantage is that, in a short time, many aspects of teaching can be
covered and, thus it contributes to domain coverage. Another advantage is
that the candidates are in comparable situations: they do the same questions
and under the same conditions. Scoring is easy and does not require expert
judgment. The main drawback of a written test for prospective teachers is that
its link to teaching is weak. The degree of authenticity is low because being
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able to select the correct response does not correspond to the tasks/activities
that teachers carry out in the real situation. In addition, the extent to which
items are representative of the complex cognitive processes that teaching
requires is limited because they measure isolated pieces of knowledge that
are remote from the contexts of practice (Shulman, 1988). A final drawback
of a written test is that candidates may find the format of the test tasks/
activities to be less relevant for their work as teachers and the result of the
test in the form of a score provides little information about the candidate in
terms of his/her strengths and weaknesses.
Altogether, the development of a written test of the selected response type
has serious disadvantages. However, it may provide important supplementary
information about a candidate by providing an indication that the candidate
has a knowledge base that can serve as a foundation for practice (Eraut,
1994; Hager, Gonczi, & Athanasou, 1994).
SIMULATIONS
The use of simulations has its origin in the wish to assess the complex
performances required in many work situations and to make predictions
about how people will perform in these situations. This has resulted in
technologies like the Assessment Center (Dochy & De Rijke, 1995; Jansen &
De Jongh, 1993). Candidates are tested by means of a coherent set of tasks/
activities during one or two days. The set of tasks/activities represents the
most important aspects of the work situation and is designed in such a way
that it elicits responses that form the basis for making judgments about
a candidate's knowledge and skills. Scoring is done by trained assessors
who evaluate the responses of the candidates along a specified set of
dimensions conceived of as clusters of specific observable behaviors. Based
on the evaluations of performances on separate tasks/activities, assessors
combine their judgments to come to an overall judgment about a candidate's
accomplishments (Hoekstra, 1995; Jansen, 1993, 1995; De Jongh, 1993;
Seegers, 1993). Originally, the Assessment Center was used for selection
purposes, and it has recently also been used for developmental purposes in
which the strengths and weaknesses of candidates are established and their
needs for further training are identified (Tillema, 1998).
Contrary to the simulations developed for the selection and training of
managers that elicit generic behaviors, the Teacher Assessment Project (TAP)
in the USA developed simulations that measure domains of knowledge
that appear to be critically important for teachers (Haertel, 1990, 1991).
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Candidates are asked to carry out realistic tasks, like planning a lesson or
evaluating student work, that require them to use acquired knowledge and
skills and integrated categories of knowledge, like knowledge of content,
knowledge of instructional strategies, and knowledge of students (Shulman,
Haertel, & Bird, 1988). In addition, they are asked orally or in writing
to justify and explain their decisions. As such, simulations can reveal
the cognitions underlying teaching and provide evidence of the complex
cognitive processes that are involved in teaching.
Simulations are provided with realistic contexts and are open-ended, and
allow personal interpretation. However, since the contexts are given and the
candidates carry out the simulations outside their schools under specified
conditions, the simulations are somewhat artificial and only moderately
authentic (Straetmans, 1995). As simulations are time-consuming to carry
out, candidates can only carry out a limited number of tasks/activities, which
has consequences for domain coverage.
What makes simulations attractive is that candidates are brought into
comparable situations and that candidates' responses can be judged
according to specified criteria. In this way, simulations can contribute to
the comparability of the assessment (Delandshere, 1994). However, as tasks/
activities are realistic and open-ended, candidates' responses cannot be
anticipated in detail and scoring still depends on trained assessors and expert
judgment. Disadvantages are that simulations are expensive and difficult
to construct. Once they have been developed, they are time-consuming
and difficult to administer (Davey, 1991). For that reason, their practicability
is restricted. The positive impact on candidates can be high, because
simulations provide relevant experiences and yield rich information about
candidates that can be used for feedback on strengths and weaknesses.
In summary, simulations provide candidates with realistic tasks/activities
that require complex and integrated types of knowledge and skills. If they
are designed in such a way that candidates are asked to explain and justify
decisions, this provides evidence of the cognitions that underlie teaching. In
addition, simulations bring candidates into comparable situations and their
responses can be scored consistently.
PORTFOLIO
The portfolio has gained enormous popularity as an assessment tool for
students and teachers in recent years. In its most elementary form, a teach ing
portfolio is a folder in which a teacher collects products that document
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his or her teaching practice over a period of time. These products provide
evidence of a teacher's accomplishments. They vary from lesson plans,
student work, comments of the teacher on student work, and videos of
lessons to reflections on lessons. The collection as a whole provides an
image of a teacher's current practice (Bird, 1990; Collins, 1991; Van Tartwijk,
Hoornweg, & Wubbels, 1995). The process of collecting, selecting, and
commenting on materials may promote a candidate's reflection on his
or her teaching practice (Tanner, Longayroux, Beijaard, & Verloop, 2000;
Tillema, 1998; Van Tartwijk, Brekelmans, & Wubbels, 1998). Portfolios, like
simulations, provide a mixture of evidence of performance and capability
(Eraut, 1994). The portfolio is a flexible instrument that can be used in widely
varying situations (Ryan & Kuhs, 1993). The portfolio can serve evaluation,
developmental, and employment purposes (Wolf, Lichtenstein, & Stevenson,
1997). It is important to articulate the purpose of a portfolio because this
determines the content and the type of evidence a candidate should provide.
The strengths of the porfolio lie in its potential to do justice to the personal
and contextual nature of teaching. The candidates construct their portfolios
in the contexts of their own schools. Depending on how the portfolio is
designed, candidates have the freedom, within limits, to select themes
of personal concern at that particular point in their teaching career. How
the candidates view their practices, what they understand competent EFL
practice to be, and what they view as their accomplishments can be captured
by a portfolio procedure. This would contribute to the authenticity of
the assessment. The collection of varied evidence used to document and
illustrate the candidates' practice would contribute to domain coverage.
Moreover, the portfolio would give an impression of a candidate's teaching
over a period of time and thus provide more than a momentary impression of
a candidate's knowledge and skills (Ryan & Kuhs, 1993). However, portfolios
are labor-intensive and time-consuming to construct.
The strengths of a portfolio also demonstrate its weaknesses. Constructing
a portfolio puts demands on candidates for skills that they will not all possess
in equal degrees. They must be able to select themes that represent their
accomplishments and have the ability to describe and present these themes
in a convincing way. Another problem is that, since candidates construct
their portfolios in different contexts and select themes that are personally
relevant, responses vary widely. Judging the quality of those responses
in a consistent way is extremely difficult, the more so because assessors
must determine how to consider the context. In addition, a portfolio is
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Table 3.6 Specification of characteristics of test tasks/activities
Written test Simulations Portfolio
Demonstrate knowledge of facts, concepts
theories, etc. m Domairs I and II [Appendix)
Setting
Assessment center candidate works
individually
Porpose Purpose
To be able to carry out realistic teaching tasks Document and reflect or current practice
that require knowledge and understanding that reveals knowledge and skills of several
in several subdomains of Domains I II. Ill subdomams of Domains I. II, III [Appendix]
(Appendix} and be able to explain, justify
decisions.
Setting
Assessment center, candidate works
individually and collaboratively
Characteristics of tasks Characteristics ol asks
40items Formats: multiple choice, matching Aset of open tasks that allow
questions and selection of alternatives from a considerable latitude but within a given
list context
Instructions
Candidates select best answer
Characteristics of response
Selected response
Scoring method
Answers are scored as right or as wrong
Candidates are compared to each other
Combining the atorrnation
Communicating results to candidates
Instructions
Candidates are presented with a situation
and a context with authentic teaching
materials, and asked to create a product
or carry out an activity individually and
coilaborativelv The purpose of the
simulât™ and the criteria by which
candidates will be judged are indicated In
semi-structured interview candidates explain
and justify decisions.
Characteristics of response
Constructed response Candidates'
products (a lesson plan, corrected student
assignments, etc] aid collaborative
discussions, and candidates' oral
explanations and justifications
Setting
Constructed in the school, candidate works
individually, but may consult others
Characteristics ol tasks
Five to eight self-selected topics of personal
concern consisting of descriptions and
reflections on practice and illustrated with
evidence
Instructions
Guidelines explain the purposes of the portfolio
and how it will be assessed Guidelines
specify the format of self-selected topics and
types of evidence to be included
Scoring method
Candidates' responses are scored
analytically. Two assessors independently
record responses, interpret, and summarize
their judgments and assign a score on a five-
point scale They discuss their summaries,
write a joint summary, and compare their
joint summary to a rubric and attribute a
joint score
Characteristics ol response
Constructed response Description and
reflections on self- selected topics illustrated
by a variety of specified evidence (video of
a lesson, lesson plans, student work, student
evaluations self-developed teaching materials)
and self-selected evidence
Scoring method
Candidates' responses are scored per topic
Two assessors read the portfolio and the five
portfolio entries independently They study
one entry at a time Focused questions help
them to do this systematically Per topic they
answer guestions, write a brief commentary
and give a score on a three-point scale As a
last step, they answer questions that relate to
the portfolio as a whole
Based on the assessors' records, summaries, and scores, a profile is composed that describes
the candidate's performance on separate tasks/activities and across the thiee domains In the
general conclusion the strengths and weaknesses that emerge from the assessment and across
the three domains aie indicated.
Candidates receive a feedback report that describes their performances on the three assessment
methods and that indicates their strengths and weaknesses
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vulnerable to misrepresentation. Assessors easily develop a bias on the
ground of what the portfolio looks like and how the candidate has presented
his/her information. Evaluating portfolios requires trained and knowledgeable
assessors. Measures to counter these problems involve the development of
a set of guidelines that give candidates specific information with regard to
what aspects of their practices to document, how to document their practices,
and how much and what types of evidence to provide. The portfolio provides
rich and informative information about a candidate's achievements, which
can be used to provide him or her with detailed feedback.
While each of these methods has strengths and weaknesses, it was
believed that, in combination, they could provide valid evidence about
beginning teachers' knowledge and skills in the three Domains and meet the
requirements formulated in Chapter 2. These three methods differ from each
other in terms of time needed: from very efficient (the written test) to time-
consuming (the portfolio), with the simulations in between. They differ in
terms of setting. The written test and the simulations are carried out outside
the school, while the portfolio is constructed in the school. Finally, they differ
in terms of the constraints imposed on the candidates and in the degree in
which they can capture the complex and integrated knowledge and skills of
the candidates. Finally, they also differ in the richness of information they
yield about a candidate.
In Table 3.6, we present the specifications of the three assessment
methods that formed the basis of the subsequent development of each
method. We describe the purpose of each test in terms of the type of
performance it addresses and indicate the setting in which the information
about the candidate will be gathered. The characteristics of the test tasks/
activities are briefly described including the instructions to candidates.
Next, the characteristics of the candidates' responses are defined and how
candidates' responses will be scored. Finally, we state how the information
will be combined and communicated to the candidate.
3.3 DEVELOPMENT OF THREE ASSESSMENT METHODS
In Section 3.2, seven components of test design were specified. In this
section, we describe the actual development of the three tests: in Section
3.3.1, the written test, in Section 3.3.2, the set of simulations, and in Section
3.3.3, the portfolio.
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3.3.1 THE WRITTEN TEST
The purpose of the written test was to establish whether the beginning
teachers had acquired the knowledge that is assumed a prerequisite to
competent EFL teaching. It did not address the question of whether a
candidate actually used this knowledge. An important reason for the
development ->f the written test was the expectation that it would prove
an efficient way to assess many subdomains, and to contribute to domain
coverage.
The development of the written test faced some difficult technical
challenges. The construction of the test items relied on an accurate
specification and delineation of the domains from which the items
were sampled (Osterlind, 1989). The three Domains (Appendix) provided
indications of the domains of knowledge for beginning EFL teachers, but
only in global terms. A description of a corpus of the literature that all the
candidates had studied as part of their teacher preparation did not exist.
The development of the written test occurred in four stages. In the first
stage, items were developed. In the second stage, experts were consulted
about the quality and the relevance of the items. In the third stage, afield test
was conducted among beginning teachers. As a result, the test was revised
extensively. In the fourth stage, the second field test was conducted among
beginning teachers and student teachers.
DEVELOPING ITEMS OFTHE WRITTEN TEST
The subdomains in the Appendix formed the point of departure for test
development. Input for the content of items came from the suggestions of
members of the development team and from background literature used
in teacher education courses. For Domain II, attainment targets for EFL in
lower secondary education and the new examination syllabus for upper
secondary education formed an important source of inspiration. In addition,
practical handbooks for EFL teachers were consulted. For Domain I, defining
general pedagogical knowledge for teaching was difficult because the field
is extensive. It allows teacher education institutes to stress different topics
in the general pedagogical literature depending on institutional or personal
preferences. Here, we took regularly used handbooks as a point of departure.
For Domain III, no items were developed. The other two instruments were
more suitable for collecting evidence in this Domain.
Different types of items were developed: items that required factual
knowledge, items about the application of theories or principles, and items
-
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in which candidates were asked to evaluate teaching strategies and learning
materials. By putting the items into a context, an attempt was made to
enhance the recognizability and relevance of the items. Three types of closed
format items were developed: multiple choice, matching questions, and
the selection of alternatives from a list. An attempt was made to cover all
subdomains in Domain I and II equally. The first set of items was discussed
with members of the development team and teacher educators in modern
languages at the ICLON Graduate School of Education. Based on their
comments, items were revised. Forty-six items were constructed.
CONSULTATION OF EXPERTS
In order to improve the quality of the items, and to get an opinion on the
relevance and difficulty of the items for beginning EFL teachers, experts with
varying degrees of expertise were consulted. Three EFL teacher educators,
three cooperating teachers, two measurement experts in EFL student testing,
and one EFL curriculum developer were invited to express their opinions on
the content of the test.
Three meetings were organized, lasting three hours and each with three
experts from different fields. In preparation for the meeting, they received
the test, the formulation of three domains, a form on which they could write
down comments on individual items, and four questionnaires. In the first
questionnaire, they were asked for their opinions regarding the difficulty
of the items for beginning EFL teachers. In the second questionnaire, they
were asked to express their views on the relevance of the content of the
items. In the third questionnaire, they were asked about the relevance of
the descriptions of the subdomains. In the last questionnaire, they were
asked for their opinions regarding the degree of congruence between the
particular test items and the description of the subdomain intended to be
assessed by the items. The questionnaires were collected and analyzed, but
not discussed.
In the meetings, the emphasis was on the quality of individual items and
proposals for improvement. Comments were recorded and analyzed together
with the written comments on the formulation of the items. The comments
formed the input for the revision of items.
RESULTS
Twenty-four of the 46 items received extensive comment. Fifteen items
received minor criticisms. Seven items were considered adequate right away.
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Criticism referred to the ambiguity or vagueness of the text and the stem,
or to the deficiencies of the distractors and the correct response. The use
of terminology or technical language received comment, especially by the
cooperating teachers. With respect to some of the texts that formed the
context for the stem, experts commented on ambiguity or a lack of realism.
Comments on the stem included the use of negatives. The wording of the
correct response and the distractors received extensive comments. Some
items were believed to call on common sense rather than on specific (EFL)
teaching knowledge.
In the first questionnaire, the experts were asked to judge the difficulty
of the items on a scale ranging from 1 (= too easy) to 5 (= too difficult).
Two experts did not answer this question. In a number of cases, the experts
expressed doubts about their ability to make an adequate judgment on this
matter. Twenty-seven items were judged just right (an average score > 3.0
and < 3.5), and fourteen items were judged easy (an average score < 3.0 with
lowest score 2.2). Five items were judged difficult (an average score > 3.6 and
<4.0).
In the second questionnaire, the experts were asked to indicate the
relevance of the content of the items for beginning EFL teachers on a
scale from 1 (= not relevant) to 4 (= very relevant). One expert did not
answer this question. One expert judged all items relevant, but did not
make any distinctions between individual items. The response of this person
was omitted. The other seven judged the relevance per item. Thirty items
were judged relevant (an average score > 3.0). Sixteen items were judged
somewhat questionable (an average score < 3, with a lowest score of 2.5).
Two experts expressed doubts about the relation between a good score on
this test and a teacher's performance in the classroom, because, in their view,
it is not important to measure what beginning teachers know, but whether
they can use what they know.
The third questionnaire was related to the relevance of the knowledge and
the skills as they are described in the three domains and subdomains for
beginning EFL teachers. One expert did not answer this question. The other
eight experts judged the description of the subdomains as relevant or very
relevant. One expert wondered whether we could expect beginning teachers
to meet standards in all subdomains. Another wondered whether a written
test is a good instrument to assess the knowledge and skills of beginning
teachers.
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The fourth questionnaire related to the degree in which the items were
congruent with the description of the subdomains. The experts remarked
that the subdomains were not covered by an equal number of items. They
also indicated that item development would be facilitated if the test was
based on on a well-defined corpus of literature that all the candidates had
studied. The experts judged the congruence between the items and the
description of subdomains as to be moderate. In their view, the combination
of items did not always adequately cover all aspects of the subdomains.
Subdomains l E (= Evaluation), and II B {= Reading) received the most
consistent ratings of high congruence.
CONCLUSIONS
The majority of the test items were viewed as neither too difficult nor too
easy for beginning EFL teachers, but just right. The experts also judged the
majority of items as to be relevant. The same is true f or the description of the
subdomains. The experts judged the congruence between specific items and
the description of the subdomains to be less satisfactory.
Based on the comments of the nine experts, the test was thoroughly
revised. Twenty-three of the 46 items underwent major revisions. This meant
that several different components of the items were revised. In some cases,
completely new items were constructed. An attempt was made to avoid
technical terminology. Fifteen items underwent minor changes, which meant
revising only one part of the item, such as the wording of distractors or the
correct response. Seven items remained unchanged. One item was removed.
In Table 3.7, an overview is shown of the items per subdomain.
Table 3.7 Items per subdomain in Field Test 1 (45 items)
Domain 1
IA
IB
1C
ID
IE
6 items
1 item
3 items
5 items
3 items
Domamz
IIA
lie
(1C
1ID
HE
IIP
IIG
6 items
7 items
3 items
3 items
3 items
2 items
3 items
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FIELD TEST 1
Finding out more about the shortcomings of the test items was a major goal
of the two field tests. In the first field test, we also focused on the question
of the difficulty and relevance of the items. The candidates were asked to
judge the items on these two points and indicate whether they agreed with
the statement that a high score on the test would give a good impression
of what an EFL teacher knows. Also, we wished to have an indication of
the background literature they had studied as part of their training. The
candidates received the test with a list of questions by post. They were asked
not to consult any background literature.
CANDIDATES
In order to have a large enough and comparable group of candidates, all
university teacher education institutes in the Netherlands were approached
with the request to pass on the names of candidates who had received their
EFL teaching licenses in the period between September 1995 and September
1996, and who were presently teaching. Eighty-nine beginning EFL teachers
were approached, first by letter, and then by telephone. They were asked
whether they were willing to participate in the field-testing of the written test.
Eighteen had left the field of education or could not be traced. Two persons
were not willing to participate. Sixty-nine received the test. Fifty-three (10
male, 43 female) returned the test (77%).
When the test was administered (October 1996), all candidates had
completed their one-year teacher education courses. Thirty candidates had
two to six months teaching experience; sixteen had one-year experience.
Seven had more teaching experience, ranging from two to eight years:
they started teaching without being licensed or they had grade two
teaching licenses and had recently acquired a grade one teaching license.
The scope of their teaching appointments varied from 5 to 28 teaching
periods.
METHOD
The test was analysed statistically in several ways. First, the total score (the
number of correct answers) of each candidate was computed in order to
examine the distribution of total scores. Second, p-values of all items were
computed and distributions of answers over categories were examined. By
analysing item-responses for high-achievers and low-achievers for this test,
each item was judged on discriminating power.The individual test-items
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were added up to one scale. In order to estimate the internal consistency of
this scale, Cronbach's alpha was computed.
Furthermore, the candidates were asked to express their opinions about
the difficulty of the items, whether they considered the items in the test
a relevant measure of their EFL teaching knowledge, and to indicate the
background literature they had studied as part of their training.
RESULTS
Of the 45 questions, an average of 29 were answered correctly with a
minimum score of 21 and a maximum score of 36 (see Figure 3.1). The
standard deviation was 3.8. The internal consistency of the test was estimated
by computing Cronbach's a for the total test, which was 0.50.
21 22 23 24 25 26 27 28 29 30 31 32 33 34 35 36
Number of correct answers
Figure 3.1 Distribution of scores in Field Test 1
According to the candidates, the most difficult items were those that
tested factual knowledge, for instance, knowledge about core objectives for
students in Basic Education or about the new examination syllabus. Matching-
items and items in which they had to select the correct combination of
responses were also judged difficult. Some candidates had problems with
the terminology that was used. What they judged difficult overlapped with
what they considered not relevant, e.g., items that related to their knowledge
of facts.
To get an indication of the relevance of the test, the candidates were asked
to agree or disagree with the statement that a high score would give a good
impression of what they knewas beginning EFL teachers. Six candidates did
not answer this question. Twenty-two candidates agreed with this statement.
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The following is representative of the kind of answers they gave:
I think that the test calls upon a variety of EFL-specific aspects of teaching
and aspects with respect to fear of failure or dyslexia, etc. It helps me to
determine whether I am well informed about these matters and know how
to handle them.
I think the score gives a reasonable idea of what someone knows as EFL
teacher. An MC-test naturally provides a restricted view.
Twenty-five candidates disagreed with the statement that a high score would
give a good impression of what they knew as beginning EFL teachers. They
mentioned various reasons for their views. For three candidates, the test
items had too many failings. Three candidates had guessed the answers.
Five candidates said the test did not assess what they knew as beginning
EFL teachers but as teachers of modern foreign languages. Five candidates
objected to the test formal or to the terminology that was used in the test.
Nine candidates reacted negatively to the proposition that a high score
would give a good impression of what they knew, because they were of the
opinion that the test only assessed theoretical knowledge. They questioned
the relationship between this knowledge and being able to function in the
classroom. Two examples illustrate their views:
This test checks theoretical knowledge. It does not say much about
practical knowledge. In other words, a high score does not say anything
about how I function as a teacher of English.
- A high degree of knowledge about theoretical matters does not say
anything about the teacher as a human being, a coach or a counselor.
There appeared to be a considerable similarity with respect to the EFL
teaching literature that the candidates had studied as part of their training.
However, as we had expected, they had little in common with respect to the
general pedagogical literature they had studied.
CONCLUSIONS
Based on the results, we concluded that the variance of scores was relatively
small. An explanation of this may lie in the fact that the test was taken by
a relatively homogeneous group. Also, the internal consistency of the test
was low considering its purpose. This meant that the test had to be improved
considerably if it was to play a role in assessing beginning teachers.
As to the opinion of the candidates about the relevance of the test as a
measure of what they knew as EFL teachers, it appeared that just less than
half of the candidates thought the test a useful way of testing the knowledge
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component of EFL teaching. The others pointed out that competent teaching
required more than theoretical knowledge.
As to the specification of basic knowledge, it seemed easier to specify EFL
knowledge for teaching than general pedagogical knowledge. This coincided
with the experiences of the developers in the construction of items.
On the basis of these results, the test was thoroughly revised, for instance,
by adjusting items for which the majority of the candidates had selected an
incorrect response or for which a distractor had not functioned as a distractor
(Osterlind, 1989). By dividing the population into high and low achieving groups,
subpopulations could be compared and negative features of items identified, e.g.,
when more low achieving candidates selected the correct response than high
achieving candidates. In this way, flaws in items were identified and subsequently
improved. Five items were omitted. In Table 3.7, an overview is shown of the
items per subdomain. Although it was attempted to cover all subdomains in
Domains I and II, this was successful only in respect of Domain II.
Table 3.7 Items per subdomain in Field Test 2 (40 items)
Domain 1
IA
IB
1C
ID
IE
6 items
no items
1 item
4 items
3 items
Domain2
IIA
IIB
IIC
no
HE
IIP
IIG
4 items
5 items
4 items
4 items
3 items
3 items
3 items
FIELD TEST 2
In the second field test, the main goal was to find out whether the revised test
was a more reliable instrument. However, the pool of recently qualified teachers
was very small. Therefore, it was decided to try the test with recently qualified
EFL grade one teachers and EFL grade one student teachers in order to get a
large enough group of candidates. The second goal of this field test was to find
out whether the test discriminated between qualified and preservice teachers.
As in the first field test, we wished to get an indication of the extent to
which the candidates regarded the content of the test relevant for their work
as beginning EFL teachers. We asked them to indicate which types of item
they regarded as specifically relevant and we asked their opinions on the
whole test as a relevant measure of their EFL knowledge.
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CANDIDATES
University teacher education institutes were approached and requested
to provide the names of recently licensed EFL teachers and EFL student
teachers. Recently qualified and pre-service teachers </V=107) received first
a letter and then a telephone call in which they were asked to cooperate.
Fifteen could not be contacted. Eight refused to cooperate for various
reasons. Eighty-four candidates were willing to participate. Sixty-one tests
were returned, one of which was blank (73%). Of the 23 who did not return
the test, 13 were telephoned to find out why they had not sent back the test.
Of these, 10 had forgotten about the test or had lost it. One had decided
not to take part because she objected to the development of a teacher
assessment procedure. Two said they thought they had sent it back. To the
60 tests (because one test was blank), the tests of 14 candidates who took
part in the field-testing of other instruments (the simulations and portfolio)
were added. A total of 74 candidates(16 male, 58 female) took part in the
second test.
The candidates who took part in the second field test were a more
heterogeneous group than those who took part in the first field test. All
candidates had an MA degree in English. Thirty-six were doing the regular,
full time teacher training course. Six were combining their training with a
temporary post in a school. Nineteen candidates were recently qualified
and in their first year of teaching. Twelve already qualified teachers with
a grade two teaching license were combining their training for a grade
one teaching license with a teaching post. One candidate did not answer
questions about qualifications. Their teaching posts varied from 3 to 27
teaching periods. The candidates taught at a variety of levels from adult
education, pre-vocational education, and general secondary education to
higher vocational education.
METHOD
The test was analysed statistically in several ways. First, the total score (the
number of correct answers) of each candidate was computed in order to
examine the distribution of total scores. Second, p-values of all items were
computed and distributions of answers over categories were examined. By
analysing item-responses for high-achievers and low-achievers for this test,
each item was judged on discriminating power. The individual test-items
were added up to one scale. In order to estimate the internal consistency of
this scale, Cronbach's alpha was computed.
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In addition to this, analyses of variance (ANOVA) were performed to
investigate whether the differences in the formal teaching qualifications of
the candidates contributed to the scores. In order to do this, the candidates
were split into three groups. The first group consisted of student teachers
who had enrolled for the full time teacher education course, and those
candidates who combined their full time training with a small teaching post
(n = 42). The second group consisted of candidates who were qualified grade
two teachers and who combined a teaching post with part-time teacher
training {n = 12}. The third group consisted of recently qualified grade one
teachers (n = 19). Owing to lack of information, one candidate could not be
put in any of these three groups and was omitted.
Levene statistics were computed to test the homogeneity of variances of
these three groups. Tukey's HSD (honest significance difference) tests for
multiple comparisons were performed to establish which groups differed
significantly with respect to their teaching qualifications.
RESULTS
Of the 40 items in the test, an average of 25 items were answered correctly
with a minimum score of 12 and a maximum score of 33. The standard
deviation was 4.15. Three items that did not discriminate between low and
high performers on the test were removed. After the removal of the three
items, the minimum score was 11 and the maximum score 31. The standard
deviation was 4.19. Cronbach's a of the test as a whole was 0.60. The
distribution of scores is presented in Figure 3.2.
The results of the three groups on the written test are presented in Table 3.8.
111213141516171819202122232425262728293031
Number of correct answers
Figure 3.2 Distribution of scores in Field Test 2
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The results of the three groups on the written test are presented in Table 3.8.
Table 3.8 Results of three groups on the written test in Field Test 2
Group Teacher qualification level Mean SO Minimum- maximum
Group 1 Student teachers
Group 2 Qualified grade two teachers
Group 3 Qualified grade one teachers
42
12
19
23.24
22,25
26,32
382
5.56
3.00
15-30
11-30
20-31
Levene statistics showed no problems in the assumption of homogeneity
of variances in the dependent variable 'teacher qualification level' (F
(2,70)=1.407; sig.= .10). The mean total scores of these three groups were
found to be different from each other. Analyses of variance (ANOVA)
demonstrated that the classification of candidates in qualifications groups
partly explains the differences in mean total scores (F (2,70)= 4.172; sig.=
.019). Tukey HSD tests for multiple comparisons (Table 3.9) showed significant
differences between Group 1 and Group 3. The same applies for the
differences between Group 2 and Group 3. Group 1 and Group 2 were not
found to be significantly different from each other.
Table 3.9 Multiple comparisons among Groups 1,2, and 3 on the written test in Field Test 2.
Group 1 Group 2
Group 3
Group 2 Group 3
.671
,045*
,031'
Note "p<.05
Twelve candidates considered all items relevant. Other candidates mentioned
specific items. For example, they regarded as relevant items about motivation
of students, fear of failure, supporting weaker students, and dyslexia. Other
relevant items concerned specific teaching strategies and underlying reasons
for using specific activities. One type of item stood out as less relevant for
at least one third of the candidates. These were the factual items about the
national core curriculum for Basic Education and the examination syllabus. They
objected to the same type of questions as did the candidates in the Field Test 1.
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As to the relevance of the test, 32 candidates agreed that the test as a
whole had relevant content. Examples of the answers of candidates who
agreed with this are
Every teacher should draw on a rich store of knowledge to remain
innovative, motivated, and competent.
- There were many relevant questions in the test that made me think about
aspects [of teaching] that I had not really thought about before.
About an equal number of candidates (33) disagreed with the statement that
the test contained relevant content that beginning EFL teachers should know.
They used different arguments to explain their position. Eight candidates
argued that a multiple choice response test was not a suitable instrument to
assess beginning teachers. Examples of the answers of candidates are
- The grip of a teacher on the situation in the classroom and classroom
management problems cannot be tested by multiple choice response
items.
- To establish whether someone is competent, a subtler instrument is
needed than 40 me items. Open questions provide a better picture of
beginning teachers' didactic and pedagogical skills.
Twelve candidates pointed to the problematic relationship between the
knowledge that is assessed by the test and competent teaching. Examples of
the answers of candidates who fall into this category are
When you answer most questions correctly, it does not necessarily mean
that you are good at your work.
- The art of teaching is only partly determined by theoretical knowledge
about teaching methods. Applying this knowledge in classroom situations
requires insight and experience, because a teacher is faced with students
of different levels, with different types of education, and different teaching
materials.
Another type of argument referred to the opinion that the test reflected
dominant views on language teaching (5 candidates). Typical for this stance
is the following statement:
- The knowledge in this test is based on current views on teaching. It is
questionable whether those views are correct.
Two candidates argued that one would need more practical teaching
experience before answering the items in the test. In six cases, it was
difficult to classify the arguments candidates provided. Nine candidates did
not answer the question as to whether they considered the test to contain
relevant content which beginning EFL teachers should know.
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CONCLUSIONS
The internal consistency of the written test improved, but was still not as
high as was necessary for the purpose of the test. It seemed necessary
to take measures to improve the internal consistency. It was questionable,
however, whether it would be possible to obtain higher levels considering
that the domain from which the items were sampled was complex and badly
structured. Measures that influence Cronbach's a would lengthen the test
and require the inclusion of more items. Another possible measure was
to better define the content domain from which the items were sampled.
This would facilitate item development and have an impact on the degree
of congruence between particular test items and the content domain to be
assessed by the items. Better specification would make it possible to work
with subscales that were more homogeneous and, thus, more reliable. In
view of the restricted significance of the written test in the study and doubts
as to whether we could remedy the shortcomings of the written test, we
decided not to develop a new version, but to focus our attention on the other
instruments.
However, the written test as it was could still play a role in the assessment
procedure. It did not stand alone, but was used in combination with a set
of simulations and a portfolio. It was also not used to make any predictions
about the candidates' future performances, but to establish whether the
beginning teachers had acquired part of the knowledge that is assumed
important for EFL grade one teachers.
The group of candidates that took part in the second field test was
not only heterogeneous in terms of their previous training but also in
respect of the types of schools in which they taught. The candidates who
were still preparing for a grade one teacher license were divided into two
groups: those who had little teaching experience and those who already
had a grade two teaching license and who had considerable teaching
experience. The average score of these two groups differed significantly
from that of already qualified grade one teachers. A cautious conclusion is
that the written test differentiates between grade one teachers preparing
for their license and qualified grade one teachers. On average, the already
qualified grade two teachers with teaching experience achieved about
the same score as the grade one student teachers. The fact that the
test contained recent teaching knowledge that they had not met with in
previous training or in professional development activities can explain
this.
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One important reason for developing the written test was that many
subdomains could be covered efficiently. Only to a certain extent was this
successful. After the removal of three items that did not discriminate between
low and high performers on the test, the five subdomains of Domain 1
were covered by 12 items. Covering Domain II was more successful. Each
subdomain was covered by at least three items with a total of 25 items. An
explanation of this is that the corpus of literature for Domain II is better
defined than the corpus of literature for Domain I.
As to relevance of the content of the written test as a meaningful measure
of what they knew, 50% of candidates in Field Test 2 acknowledged the
importance of the knowledge contained in the test. The reasons given by
candidates who showed reservations do not point to an unqualified rejection.
Whether or not there is a role for the written test in the assessment of
beginning EFL teachers seems to rest on the interpretation of the meaning of
the test in relation to teaching. If it is recognized and shared that knowledge
of facts, concepts, and theories plays a part in learning to teach, even though
good teaching requires much more, we argue that there is a modest role for
this test in the assessment of beginning teachers.
3.3.2 THE SET OF SIMULATIONS
The development of the set of simulations was carried out in three stages.
In each stage, specific issues were addressed. In Stage I, the construction
of three simulations formed the central focus. Two pilots were conducted
in which the simulations were further developed. Provisional scoring
criteria, a semi-structured interview, and a first version of a scoring
procedure were developed. In Stage II, four assessment centers were
organized in order to gain experience with the whole procedure and the
logistics of exercise administration. The assessors received a one-day
training and nine more assessment centers were organized. Consequently,
the scoring procedure was further developed and a handbook for
assessors was written. In Stage III, three new assessors were trained,
the revised scoring procedure was tried out, and fourteen assessment
centers were organized with candidates with varying amounts of teaching
experience. Table 3.10 shows an overview of the stages that are described
in the following pages.
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Table 3.10 Three stages in the design of the simulations
Stage I Construction of simulations
Pilots
Results and conclusions
Stage II Field Test 1
4 assessment centers
Results and conclusions
9 assessment centers
Results and conclusions
Stage III Field Test 2
Development of assessor training
14 assessment centers
Results and conclusions
STAGE 1 : CONSTRUCTION OF SIMULATIONS
In the first stage, the main issue that concerned the development team
related to the construction and content of the simulations. The following
considerations functioned as guiding principles. Frequently occurring, but
critically important teaching situations that formed representative aspects
of beginning EFL teachers' work should be selected. The selected situations
should also lend themselves to simulation. They should approximate the
complexity of the real situation and call on relevant and integrated bodies
of EFL teaching knowledge, as described in the three Domains. In order to
contribute to domain coverage, the selected work situations should cover a
variety of subdomains. In addition, the simulations should be constructed
in such a way that behaviors and underlying knowledge and skills in the
selected subdomains could be elicited.
Three ideas that fitted these considerations were worked out: planning a
lesson, evaluating student work, and selecting and adapting teaching materials.
The development team split up into three groups of two and each group
developed an idea into a simulation. A context for the simulation was created
and authentic materials, like teaching materials and student work, were collected.
Instructions for candidates were formulated according to a specific format. The
degree of structuring was an important issue. The candidates should interpret
the tasks in the way the developers intended in order to provide the desired
information. At the same time, the tasks should be open and realistic, and allow
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personal interpretation. In each simulation, the candidates had to produce a
product (a lesson plan; an evaluation of student work; a selection of teaching
materials) and afterwards explain and justify the decisions that led to producing
these products. In Table 3.11, the content of each simulation is described.
Table 3.11 Description of the content of the three simulations
Simulation 1 Planning a lesson
The candidates are provided with a textbook, a student's book, part of the teacher's handbook, an audiotape,
and a tape recorder They plan a 50-minute lesson for first-year secondary students, in which they do a
grammatical activity and a listening activity The candidates know how far the class has progressed in a
chapter of the textbook. The candidates are free to leave out exercises or activities, and to adapt or add
exercises or activities, if this is appropriate in their view They have 75 minutes to prepare and to write down
their plans. Next, they are interviewed to explain their decisions (30 minutes).
Simulation 2 Evaluation of the results of a writing assignment and planning feedback
Fifth year secondary students are preparing for a writing examination. As part of their preparation, the
students write a letter to a pen friend. The candidates receive authentic student letters, the writing
assignment, and the textbook materials of the preceding lesson. Candidates evaluate the students' letters, and
think about how they will return these letters to the students and how to organize feedback. They have 75
minutes to prepare. Afterwards, they are interviewed about the way they have evaluated the student letters
and their plans for feedback (30 minutes).
Simulation 3 Selecting, critiquing, and adapting materials for a series of speaking activities
As members of the English Department in a school, the candidates select speaking materials and propose
the content of a series of speaking lessons. The speaking activities should prepare the students for an end-
of-course test, in which the students do a role-play while discussing a given topic The candidates evaluate
the appropriateness of 11 speaking assignments for this goal. First, they evaluate materials individually {40
minutes), then they cooperate with a colleague, discuss the suitability of the materials, and decide on what
materials to use, what to adapt, and how to sequence the materials (40 minutes). Their cooperation is
observed Afterwards, they are asked individually to explain their joint decisions (15 minutes).
Each simulation consisted of a different activity and related to different age
groups. Simulations 1 and 2 consisted of activities beginning teachers carry
out regularly. In Simulation 3, the candidates worked with other candidates.
The three simulations elicited information on different subdomains and
yielded both performance evidence and capability evidence. The candidates
created a product and afterwards were asked to explain their decisions in
creating this product in an interview. The candidates worked individually,
except in the third simulation, where they worked both individually and
collaboratively (see Table 3.12).
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Table 3.12 Format of the three simulations
Simulation 1
Activities Planning a lesson
Simulation 2 Simulation 3
Evaluating the results of a Selecting, critiquing and
writing assignment and adapting materials for a series
planning feedback of speaking activities
Grade/form First-year secondary students Fifth-year secondary students Fourth-year secondary students
Evidence IA Knowledge of students IE Evaluation
collectedon IB Planning HE Writing
subdomains IIC Listening
IIF Grammar/vocabulary
Mode Individually Individually
ID Learning materials
110 Speaking
NIB Cooperation with colleagues
Individually and collaboratively
After having developed a general outline of the three simulations, two pilots
were organized to find out whether the simulations would provide the desired
information on the subdomains. In the first pilot, members of the development
team carried out the simulations other members of the team had created. In
the second pilot, the simulations were tested with student teachers. The goal
of these two pilots was to find out whether the instructions were clear and
whether the simulations provided information on the various subdomains.
RESULTS
From the pilot in which members of the development team took part, we
learnt that the simulations provided a wide array of information and that it
was difficult to link this information to the various subdomains.
From the pilots with the student teachers, we learnt that extracting
concrete and detailed information from the candidates on the subdomains
was problematic. Members of the development team had trouble in
formulating clear questions and in following up on the responses of
the candidates. The candidates often did not offer information without
further prompts. Sometimes, they provided information that was irrelevant.
Therefore, the candidates' responses often remained vague or were not
linked to the actual products (i.e., lesson plan, student evaluations, etc).
CONCLUSIONS
The first conclusion was that we needed to specify much more clearly for
candidates and assessors what evidence the simulation should yield. In
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addition, the criteria by which the candidates' responses were to be judged
needed to be developed. As Requirement 3 (Table 2.1) states, performance
criteria should allow for a range of acceptable ways in which to perform
the simulations. In order to make sure that the simulations would yield the
required evidence on the subdomains, it was decided to specify performance
criteria and link these criteria to questions in a semi-structured interview. We
consulted two sources to help in the specification of the criteria. Requirement
8 indicates that research-based and practice-based perspectives serve as
sources. Simulation 1 Planning a lesson was intended to provide evidence of
knowledge and skills on four subdomains, one of which being 'knowledge of
students'. This subdomain is described as follows:
Has knowledge and understanding of the characteristics of the students
with respect to learning processes, learning styles, motivation, and
general characteristics of adolescents;
Employs various strategies to keep the students interested as a group and
as individuals;
Makes himself or herself familiar with the backgrounds of the students in
general and as foreign language learners;
Develops knowledge and understanding of the problems and difficulties
of the students with learning.
First, we distinguished 'develops knowledge and understanding of the
problems and difficulties of the students with learning', and 'employs various
ways to keep the students interested as a group and as individuals' as two
aspects of the subdomain on which this simulation could provide evidence.
Next, we consulted handbooks for teachers to find information on these
issues (Boekaerts & Simons, 1993; Lowyck & Verloop, 1995; Nunan, 1991;
Simons, 1995; Staatsen, 1994; Ur, 1996). We formulated three performance
criteria: 'anticipates difficulties of the students with respect to content', 'takes
general characteristics of the students into account in lesson plan', and 'takes
individual differences into account in lesson plan'. Second, members of the
development team examined what these criteria meant in this particular
situation (Planning a lesson) with the particular content. Third, based on this
discussion, performance criteria were formulated that formed the basis for
the development of the semi-structured interview. For all three simulations,
performance criteria were drawn up by consulting handbooks for teachers
and in discussion with the development team. Based on the performance
criteria, we formulated questions and prompts to probe the candidates
for further clarification (Table 3.13). Three semi-structured interviews were
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developed, each consisting of 10 to 12 main questions. The questions did
not contain any educational jargon and were formulated in the way teachers
speak about their work. During the interviews, the assessors were required
to link questions to what the candidate had actually written down and to the
teaching materials that go with the tasks/activities (Smith, 1995). At the start
of each interview, the candidates were told to expect questions asking them
how and why they had made certain decisions. Care was taken to formulate
open and non-leading questions.
In Table 3.13, we show an example of how the questions of the interview
were linked to the subdomain. In the interview schedule, the main questions
were followed by prompts that could be used if the candidate was not explicit
enough in his or her answers. The simulation provided information on two
aspects of the subdomain description.
Table 3.13 Linking subdomains to interview questions: An example from Simulation 1
Planning a lesson
Subdomain IA
Knowledge of students
Develops knowledge and under-
standing of the problems and
difficulties of the students with
learning.
Emplovs various ways to keep
the students interested as a
group and as individuals.
Performance criteria
Anticipates difficulties
of the students with
respect to content.
Takes general characteristics of
the students into account in lesson
plan
Takes individual differences into
account in lesson plan
Interview
- What stumbling blocks for students
do you see in this lesson'
- Why do you think this is difficult for
students?
- Show us how you anticipate these
problems in your planning.
- Indicate how you plan to keep the
students involved in the lesson.
- How has having a heterogeneous
group of students in your class
influenced your planning?
In the instruction to the candidates, we indicated the criteria by which they
would be judged.
In developing a scoring procedure, an important consideration was
the process through which the assessors would reach a judgment. As
Requirement 14 indicates, the scoring procedure should be systematic and
transparent. We assumed that applying the performance criteria to an actual
performance would require substantial interpretation on the part of the
assessors, because they would have to integrate complex oral and written
sources of evidence. Requiring the assessors to document the steps through
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which they reach a judgment would help them to be explicit about their
reasoning. In addition, in making a final judgment, the assessors should
be able to fall back on the actual responses of the candidates and their
subsequent interpretations of these responses to undergird their discussions.
Finally, elaborate judgments could be used for providing the candidates with
feedback about their performances with descriptions of their strengths and
weaknesses (Requirement 5).
A scoring procedure was developed, in which assessors were to go
through a number of steps. The assessors would record a candidate's verbal
responses as fully as possible. Next, the assessors would place the verbal
and written responses with the performance criteria. They would write down
their interpretations and subsequently summarize them. Finally, they were
required to attribute a score per simulation on a five-point scale: 1 (= very
inadequate), 2 (= inadequate), 3 (= adequate), 4 (= more than adequate),
and 5 (= outstanding). The assessors did this individually. In the discussion
with their co-assessors, summaries were compared and discussed, and a
combined summary was prepared. As a last step, they agreed on a combined
score. Documenting the various steps that led to the summary and the score
was assumed to promote the transparency of the judgment process.
STAGE II: FIELD TEST 1
In Field Test 1, the logistics of test administration were a major issue. A
complex scheme and time schedule were drawn up. Decisions were made
regarding the instructions to the candidates at the start of the day, the order
in which the candidates would do the tasks/activities, the assignment of
assessors to the simulations, and the amount of time given to the candidates
for preparation and to assessors for making a judgment. In addition, the
usefulness of the simulations and the applicability of the interview and
scoring-procedure had to be established.
Field Test 1 was conducted in two stages. First, four assessment
centers were organized in order to get some experience with the complex
arrangements. At the start, the candidates received further instruction and
were put at ease. They received a time schedule and an evaluation form to fill
in during the day and at the end of the day, with questions about the clarity
of instruction, adequacy of preparation time, authenticity of the simulations,
and the relevance of the simulations for their work as EFL teachers. Six
assessors (the members of the development team, the author included) ,
worked in teams that differed in composition from simulation to simulation
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in order to get varied experience with the simulations. All interviews were
videotaped. Two assessors judged each candidate.
Candidates were selected from those who had participated in the field-testing
of the written test and had indicated an interest in further participation in the
field-testing of instruments. The candidates were approached by telephone and
then received letters that further explained what they should expect. Fourteen
candidates were willing to take part in the field-testing of the simulations for one
full day. They were in their first or second years of teaching with varying teaching
loads, teaching students from the ages of 12 to 18. One was teaching in higher
education on a temporary basis. Eventually, assessments of three male and ten
female candidates took place. One candidate fell ill and could not attend.
RESULTS FROM THE FIRST FOUR ASSESSMENT CENTERS
It turned out that the time schedule of the assessors was very tight. The
assessors experienced problems in processing the complex information and
making complicated decisions within the time that was allotted to them.
It also emerged that the interviews were not uniformly conducted: not all
questions were asked and new questions were added, due to the fact that the
assessors felt overwhelmed by the variety of ways in which the candidates
carried out the simulations. The assessors also differed in the degree in which
they followed up on the responses of candidates and the degree in which the
interview questions were linked to the written notes. This had consequences
for the evidence on which the assessors based their judgments. It also
turned out that the scoring of simulations was laborious and demanding.
The assessors had difficulty not only in keeping the recording of data and
their interpretations separate, but also in collecting the data on the criteria.
Two candidates did not interpret the instructions for Simulation 3 (Selecting
materials) in the way that was intended. In the design of this simulation, it was
intended to collect evidence on three subdomains: ID Learning materials, IID
Speaking, and NIB Cooperation with colleagues. After individual preparation,
those two candidates worked together and made a selection and established
a sequence of speaking activities to prepare the students for a speaking test.
As they believed the main goal was to reach consensus, they came to a
consensus very quickly and without much discussion.
CONCLUSIONS
Based on our experience with the four assessment centers, the time schedule
was made less tight and the assessors received more time for reflection and
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discussion. In addition, we decided to link a team of the assessors to a specific
simulation, because of the complexity of judging the diverse ways in which
the candidates carried out the simulations. The assessors needed to become
thoroughly familiar with the semi-structured interview and to develop a good
understanding of the performance criteria. A one-day training in interview
techniques and in the scoring of responses of candidates was organized.
The instructions to Simulation 3 (Selecting materials) were reformulated:
the purpose of the simulation was not to reach consensus at all costs, but to
discuss speaking activities and exchange arguments for or against. After the
first four assessment centers, the assessors (members of the development
team) had extensive discussions about their interpretations of the criteria
and underlying reasons for assigning a score to a set of responses. These
deliberations were documented to support (prospective) assessors in making
future decisions.
FIELD TEST 1, CONTINUED
Another nine assessment centers were organized. The assessors prepared for
conducting the semi-structured interview in a uniform way and systematically
followed the steps of the scoring procedure. The assessors were linked
to specific simulations. The candidates received evaluation forms to fill
in during the day and at the end of the day with questions about the
clarity of the instruction, preparation time, authenticity, and the relevance of
the simulations for the assessment of beginning teachers. Each candidate
received a feedback report a few weeks later which described how they
had performed on the simulations. The feedback report relied on the notes,
interpretations, and summaries of the assessors. It consisted of a neutral
description of what candidates had actually done and said, followed by an
interpretation and an evaluation of this. It was felt that it was premature to
inform them of the scores the assessors had attributed to their performances.
Assigning numerical scores to a performance would only serve the purpose
of forcing the assessors to make an overall judgment on how the candidate
had performed on the simulation.
The author was responsible for writing the feedback report. In an
accompanying letter, the candidates were asked whether they recognized
themselves in the report, whether the report did justice to their qualities
and corresponded to their own views on their functioning, and whether the
report gave them ideas for further reflection. In a telephone interview, they
replied to these questions.
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RESULTS
Linking a team of assessors to a particular simulation helped them to
become familiar with the diverse ways in which the candidates carried out
the simulations. The extra time given to the assessors to pass judgment on
the candidates (60 minutes for an individual judgment and 45 minutes for a
joint judgment) proved to be necessary to allow the assessor to go through
all the steps of the scoring procedure.
In Table 3.14, the results of 26 judgments of nine candidates are presented.
In one case (Candidate 3 and Simulation 3), no judgment was given because
this candidate had no partner to carry out the simulation. His partner was
ill and could not attend the assessment center. The assessors reached exact
agreement on the performance levels in 19 of the 26 cases (73%). In all other
cases, the assessors reached agreement on the performance levels within
one level (adjacent agreement). The judgments fell within a narrow range.
Not one assessor gave the score 1.0 (= very inadequate) or 5.0(=outstanding).
The assessors gave the score 2 (= inadequate) ten times, the score 4 (=more
than adequate) ten times, and the score 3 (= adequate) six times.
Table 3.14 Assessor judgments of 9 candidates in Field Test 1
Simulation 1
Planning a lesson
Cand.1
Cand.2
Cand.3
Cand.4
Cand.5
Cand.6
Cand.7
Cand.8
Cand.9
A
2.0
2.0
4.0
4.0
2.0
3.0
40
40
2.0
B
2.0
2.0
30
4.0
2.0
3.0
4 0
4.0
2.0
C
2.0
2.0
4.0
4.0
2.0
3.0
40
4.0
2.0
Simulation 2
Evaluation of student letters
A
2.0
2.0
2.0
2.0
4.0
2.0
4.0
4.0
3.0
B
2.0
2.0
3.0
2.0
4.0
3.0
3.0
4 0
3.0
C
2.0
2.0
2.0
2.0
40
2.0
3.0
40
3.0
Simulation 3
Selecting materials
A
4.0
3.0
2.0
4.0
3.0
40
2.0
3.0
B
4.0
2.0
3.0
4.0
3.0
40
2.0
4.0
C
4.0
30
3.0
4.0
3.0
4.0
20
4.0
Note: A= assessor 1, B= assessor 2. C= combined judgment of A and B.
Not all candidates answered all questions on the evaluation form. In the
opinion of all nine candidates, the instructions for Simulation 1 (Planning a
lesson) and Simulation 3 (Selecting materials) were clear. Three candidates
did not quite understand the instructions for Simulation 2 (Evaluation of
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student letters). One candidate elucidated this by saying that she did not
understand what giving feedback to students about their work involved. As
to preparation time, three out of the nine candidates felt it was not quite
enough. One said that she had not enough time because she had planned her
time badly.
As to the authenticity of the simulations, seven out of eight candidates
said that Simulation 1 (Planning a lesson) was realistic. One proviso related
to the unfamiliarity of the textbook that was used. Another proviso concerned
the fact that beginning teachers often do not teach first year students. Six
out of seven candidates said that Simulation 2 (Evaluation of student letters)
was realistic. One added that it was not only realistic for beginning teachers
but also for experienced teachers. One candidate remarked that colleagues
usually tell beginning teachers on what aspects and how to give feedback
to students. He had no experience with such a task and thought it a difficult
task. Five out of six candidates judged Simulation 3 (Selecting materials) to
be realistic. One who did not find it realistic said that a beginning teacher
usually works on such a task with a more experienced colleague.
Five candidates answered the question in the evaluation form concerning
the relevance of the simulations for the assessment of beginning teachers. They
all said that the simulations yielded important information about their teaching,
for more than one reason. Two candidates said that a variety of aspects of
teaching were touched upon. Four candidates said that the simulations required
the candidates to explain their decisions. This promoted them to think about
teaching. However, for a more complete picture of their leaching, information
was also needed about their interactions with students, how they managed their
classrooms, and how they presented and explained things.
After the candidates had received the feedback reports, they were asked
in telephone interviews to what extent the reports applied to how they
functioned. From the interviews, it appeared that all candidates recognized
themselves in the descriptions, illustrating their answers with concrete
examples from the report. A representative example of this is the following:
Yes, I recognized myself in many respects. For instance, I often forget to
tell students what they have done well, concentrating instead on what
they have done wrong. This happens quite often. Another example is
that I had not developed any codes to mark student work. My colleagues
at school do not do this and I often adjust myself passively to what my
colleagues do. It is also true that I do not critically look at the exercises in
my textbook.
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They also felt that the reports did justice to their qualities as beginning
teachers and corresponded with their own views about how they functioned.
They all felt that the reports provided food for further reflection about their
teaching. An example of what they said is the following:
Yes, absolutely, the report made me think because it summarized my weak
and strong points. The report gave me many ideas how of to improve my
practice.
CONCLUSIONS FROM FIELD TEST I
It is important that ca ndidates interpret the instructions as intended. It seems
that this was the case for most candidates. The confusion some candidates
fell with respect to Simulation 2 (Evaluation of student letters), in which they
were asked to give feedback to the students about their work, may lie in the
fact that the candidates were asked to give feedback and not to mark the
student work, which is what they traditionally do.
As to the authenticity and relevance of the simulations, we concluded that
the candidates regarded the tasks/activities of the simulations as realistic
and important. One reservation related to unfamiliarity of the textbook.
The selected textbook was unfamiliar to all candidates. This was deliberate,
so that no candidate would be in a more advantageous position. Other
comments that related to unrealistic elements in the simulations were felt to
be minor and believed not to affect the validity of the task.
The candidates were positive about the picture the simulations revealed
about their teaching. They frequently mentioned that the descriptions of
how they had carried out the simulations corresponded to how they carried
out similar tasks/activities in reality. However, for a complete picture of
their teaching, additional information needed to be collected about their
interactions with students and interactive teaching.
Linking the assessors to simulations helped them to become thoroughly
familiar with the ways in which the candidates carried out the simulations.
Also, assessors built up experience in dealing with the complex responses
and how to judge the responses. They also built up experience with the
scoring procedure. Interrater agreement was satisfactory, but scores fell
within a narrow range. This may be due to the fact that the candidates
formed a relatively homogeneous group. It might also be ascribed to the
fact that the assessors had not yet fully established the meaning of the
performance levels. The meaning of an adequate score in view of a complex
performance is by no means a straightforward matter. Even if assessors gave
FEASIBILITY OF THE REQUIREMENTS 107
similar scores, their summaries emphasized different points, because of the
variability of the candidates' responses.
STAGE III: FIELD TEST2
Based on the evaluations of candidates in Field Test 1, we made a few changes
in the simulations. In an attempt to make the preparation time more adequate,
the candidates were required to evaluate only four instead of five student
letters. The lesson plan form was also adjusted and made less structured.
Based on the results of Field Test 1, we decided to further improve the
judgment process in two ways. First, the scoring procedure was adjusted
and provided with rubrics that illustrated score points. In the adjusted
scoring procedure, the assessors compared their evaluative summaries with
a prose description of a score point and questioned themselves regarding
the extent to which their summaries matched the rubrics. In the discussion
with their co-assessors, the assessors exchanged summaries and justified
their judgments by referring to their records and interpretations. Based on
this discussion, they wrote a joint summary and compared their summary
to the rubrics that matched it. As a last step, they assigned a joint score.
Table 3.15 describes the steps the assessors followed. Second, it was decided
to develop a Handbook for assessors that contained all the simulations and
the materials that went with the simulations, the semi-structured interview,
the performance criteria, and the scoring procedure. An introduction and
a description of the information intended to be elicited by the simulation
accompanied the simulations. The performance criteria were illustrated with
concrete instances that had emerged from the field tests. The purpose of
the Handbook was to support assessors in their work and to be used in the
training of assessors.
Table 3.15 Overview of steps in the scoring procedure
Step 1 Candidate prepares simulation and makes notes
Step 2 Two assessors study the notes of the candidate before the interview starts.
Step 3 One assessor conducts the semi-structured interview following up on the written responses of
the candidate The other assessor records the verbal responses of the candidate. The interview
is videotaped
Step 4 The assessors work in separate rooms The assessor who conducted the interview watches
the videotape and records what the candidate says The assessors interpret their records of a
candidate's verbal responses in combination with the written responses. They write evaluative
summaries and compare their summaries to a rubric and assign scores.
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Step 5 The assessors come together, compare, and discuss their summanes. If necessary, they check on
their records and interpretations to justify their judgments They come to consensus by writing a
joint summary and giving a joint score
In the second field test, the simulations were tried out with new candidates
with varying amounts of teaching experience. Fourteen assessment centers
were organized. Three new assessors took part in the assessments. They had
received an assessor training. As part of their training, they took part in four
assessment centers (see Section 3.5.4 for a description of the training and
results of the training).
The candidates all received an evaluation form with three questions to
fill in during the day and at the end of the day. They were asked about the
adequacy of the preparation time, their opinions about the authenticity of the
simulations, their views on whether the simulations contained important and
relevant tasks/activities for beginning teachers, and whether the simulations
were a valuable tool for assessing beginning teachers.
After a few weeks, they received a report that gave detailed and personal
feedback on how they had carried out the simulations. In an accompanying
letter, they were asked whether they recognized themselves in the report,
whether the report did justice to their qualities and corresponded to their
own views on their functioning, and whether the report gave them ideas for
further reflection. They answered these questions in a telephone interview.
CANDIDATES
The candidates in the second field test were a more heterogeneous group
with respect to the amount of teacher training they had received: nine were
student teachers and five were qualified teachers. Five student teachers (two
males, three females) had just started the postgraduate course and had
very little practical teaching experience. Four student teachers were at the
end of their one-year teaching training course (one male, three females). Of
the five qualified teachers, four were in their first year of teaching, and the
fifth had just started her second year of teaching (all females). The five
qualified teachers also took part in the field-testing of the written test and the
portfolio.
RESULTS
In the second field test, the assessors passed 42 judgments. They reached
complete agreement on the performance level in 32 cases (76 %). In all other
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cases, except one, the assessors reached agreement on the performance
level within one level (adjacent agreement). Three new assessors took
part in judging candidates as part of their training. They worked with a
more experienced assessor. Each new assessor judged candidates in six
simulations. Of the 18 judgments, they reached complete agreement on the
performance level in 13 cases (72%).
The scores were more varied than those of Field Test 1. This may be due
to the fact that the candidates who took part in the second field test were
heterogeneous with respect to their teacher training and practical teaching
experience.
Table 3.16 Assessor judgments of 14 candidates in Field Test 2
Simulation 1
Planning a lesson
Cand 1
Cand 2
Cand 3
Cand 4
Cand 5
Cand. B
Cand 7
Cand. 8
Cand. 9
Cand. 10
Cand. 11
Cand. 12
Cand. 13
Cand. 14
A
1.0
1.0
30
1.0
20
30
10
10
2.0
3.0
2.0
5.0
4.0
4.0
B
10
10
3.0
10
2.0
2.0
1.0
1.0
4.0
2.0
2.0
4.0
4.0
30
C
10
1 0
30
10
2.0
3.0
10
1.0
2.0
2.0
2.0
5.0
4.0
4.0
Simulation 2
Evaluation of student letters
A
2.0
2.0
2.0
2.0
2.0
4.0
2.0
2.0
4.0
20
20
4.0
3.0
20
B
20
2.0
2.0
2.0
3.0
4.0
2.0
2.0
4.0
2.0
3.0
4.0
3.0
20
C
20
20
2.0
2.0
3.0
4.0
2.0
2.0
4.0
2.0
2.0
4.0
3.0
20
Simulation 3
Selecting materials
A
3.0
1.0
5.0
3.0
2.0
3.0
2.0
2.0
2.0
3.0
50
2.0
50
3.0
B
30
2.0
5.0
3.0
2.0
3.0
3.0
2.0
3.0
3.0
5.0
2.0
50
30
C
3.0
1.0
50
3.0
2.0
30
2.0
20
2.0
3.0
50
2.0
5.0
30
Note: A »assessor 1 ; B = assessor 2; C= combined judgment A and B.
From the evaluation form the candidates filled in during the day, it
appeared that 13 candidates thought the simulations realistically reflected
tasks beginning teachers do on a regular basis. This was particularly true
for Simulations 1 (Planning a lesson} and 2 (Evaluation of student letters).
Two candidates judged Simulation 3 (Selecting materials), in which the
candidates critiqued and selected speaking materials in cooperation with a
colleague, as an innovative task that anticipated changes in the curriculum.
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Several candidates appreciated the fact that they were asked to cooperate
with a colleague in this simulation. One candidate did not agree that
Simulation 1 (Planning a lesson) was realistic because, in reality, teachers
know their textbooks. Three candidates did not regard the preparation time
as adequate. Two candidates never spent so much time preparing; the third
candidate considered the preparation time too short.
All 14 candidates believed that the simulations contained important and
relevant tasks/activities for beginning teachers, especially Simulations 1
(Planning a lesson) and 2 (Evaluation of student letters). Two candidates
expressed some reservation with respect to Simulation 3 (Selecting materials),
because they believed that beginning teachers would cooperate with more
experienced colleagues in such cases.
Thirteen candidates saw the simulations as a valuable tool for assessing
beginning teachers. The candidate who did not agree to this said that
allowing one to do tasks in one's own time and at one's own pace would be a
better way to evaluate beginning teachers. Seven candidates added that the
simulations were valuable, but, in orderto judge whether a beginning teacher
was competent, information was needed about classroom management,
interaction with students, and so forth. Seven candidates remarked that they
had learnt a lot from doing the simulations, especially through the interview,
because it forced them to think about their actions and the reasons behind
them. Several candidates regarded three simulations to be an absolute
maximum to perform in one day. They felt that carrying out the simulations
required a great deal of effort.
After the candidates had received the feedback report, they were asked
in a telephone interview to what extent the report applied to how they
functioned.
Generally, the candidates recognized themselves in the feedback report.
They pointed to concrete remarks in the report to support their views. Two
examples are the following:
Yes, especially the last remark in the general conclusion that I pay little
attention to what students have to do, I am very much focused on what I
have to do during the lesson.
Yes, on the last page where it says that I do not really plan anything myself,
I follow the book. I have not been concerned with planning a lesson really.
Textbooks are made by experts. I mean, it is their work.
They felt the report did justice to their qualities and corresponded to their
views on how they functioned. Two candidates added that the report gave
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a good description of how they functioned at the time they carried out the
simulations, but that since then they had developed and grown as teachers.
Of the two candidates who found that the feedback report did not reflect
the way they taught, one said that she regarded the report as rather critical.
Her main reason for taking part in the field-testing of the simulations had
been to prove that she was a good teacher, since her experience in school
as a student teacher had disappointed her. However, she did not reject the
report in all respects, because, since she had done the simulations, she had
come to realize that even if she was talented, she still needed to develop as a
teacher. The other candidate felt that the contents of the feedback report did
not apply to her in all respects and that one of the general conclusions was
contrary to what her cooperating teacher had said about her.
CONCLUSIONS
From the two field tests, we concluded that the candidates regarded the
simulations as realistic and authentic reflections of tasks that beginning
teachers carry out on a regular basis. This applied in particular to Simulations
1 (Planning a lesson) and 2 (Evaluation of student letters). The simulations
were also considered important and relevant tasks for beginning teachers.
The authenticity of the simulations, and, therefore, their validity, was
affected by the fact that they were carried out outside the candidates' own
contexts. One persistent reservation relating to the realism of the simulations
concerned the unfamiliarity of the textbook in Simulation 1 (Planning a
lesson). By selecting a textbook that was unfamiliar to all candidates, the
candidates were put in a comparable situation, thus standardizing the test
situation. Therefore, the candidates' performances were more standardized,
producing more comparable responses. Allowing the candidates to plan
lessons from their own textbooks would be a more valid way to assess them,
but it would be much more difficult to judge their responses in a consistent
way. Validity and comparability of the assessment put conflicting demands
on developers. Here, we chose to standardize the test situation. The third
instrument, the portfolio, allowed the candidates more latitude and was
constructed in the candidates' own contexts.
From both field-tests, it appeared that the assessors reached satisfactory
levels of agreement. The value of providing rubric descriptions of score
points proved to be helpful, especially to the new assessors, by providing a
description of what the different performance levels implied. The descriptions
helped them to question themselves and make an ultimate decision on
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the performance level they assigned to a candidate's performance on the
simulation.
Limitations of the simulations included their time-consuming nature. It
took candidates one whole day to carry out the three simulations. This
was because all three simulations required considerable preparation time
on the part of the candidate. Therefore, evidence was not collected on
all subdomains. The subdomains that were covered by the simulations
were covered only once, thus providing evidence on the performance of a
candidate on (parts of the subdomain) but not across different situations.
However, both the assessors and the candidates placed considerable
value on the kind of information yielded by the simulations. For many
candidates, carrying out the simulations was a productive experience. The
semi-structured interview, especially, was felt to contribute to this, because
the candidates were required to explicate and justify their decisions. The
simulations also yielded rich information, which, according to a majority of
the candidates, gave a good impression of how they carried out similar tasks
in the real situation. For most candidates, the feedback report contained
truthful and valuable information about their teaching and gave them food
for further reflection.
3.3.3 THE PORTFOLIO
The information provided by the written test and the simulations was
collected in situations outside the candidates' own contexts. As was argued
repeatedly, and in line with Requirement 2 (Table 2.1), evidence about a
candidate should also be collected in the school. The portfolio is particularly
well suited to provide this type of evidence. The portfolio as we designed it
was assumed to provide important additional information about a candidate.
First, the portfolio permitted the candidates to address issues that were of
personal concern to them and that arose in the context of their daily practice.
It offered the candidates a choice in how they would like to demonstrate
that they met standards. In our view, this would contribute to a more faithful
picture of a candidate's knowledge and skills. Second, it offered information
about what they actually did and, thus, provided a check on the information
yielded by the other two instruments. Third, it offered information about
the context in which they worked. Field-testing the portfolio was carried
out on small scale. Only a small group of candidates was prepared to take
part in the field-testing of all three instruments. The investment in terms
of time (estimation 25 hours) meant that there were considerable problems
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in getting teachers to volunteer. The limited scale on which we tested the
portfolio proved adequate for making inferences about the usefulness of the
portfolio and the role it could play in the assessment of beginning teachers.
The development of the portfolio consisted of two stages, in which guidelines
for the construction of the portfolio and an evaluation procedure were tried
out and revised.
STAGE 1: DEVELOPMENT OF GUIDELINES AND EVALUATION PROCEDURE
In designing the portfolio, the specificity of the instructions to the candidate
was considered an important issue for two reasons. First, portfolios for
evaluation purposes generally require specification to ensure that they
can be evaluated in a consistent way. However, it is generally assumed
that precise specification of what the portfolio should contain increases
comparability, but affects validity (Van Tartwijk el al., 1998; Wolf et al., 1997).
In the developed assessment procedure, the portfolio did not stand alone but
was used in combination with a written test and a set of simulations, which
are more standardized measures of an EFL teacher's knowledge and skills.
This meant that validity was a major concern and that candidates would be
allowed considerable latitude in pursuing their own goals. It was felt that
the portfolio in this study should be designed in such a way that it would
increase the validity of the evaluation, while aiming at comparability by
providing instructions,
A second reason why specification was considered an important issue was
that constructing a portfolio is laborious and time-consuming for candidates.
For assessors, judging a portfolio requires a great deal of expertise, time, and
effort. Specification of the contents of a portfolio in the form of guidelines
reduces the time and the effort required of candidates and assessors alike.
Guidelines give candidates clear information about what aspects of practice
to document and how to do that, and give information about how the
portfolio will be evaluated. They increase the practicability of the portfolio
in terms of the time and effort needed for construction. For assessors,
guidelines make the judgment process manageable.
In developing guidelines for candidates, a balance was sought between
giving the candidates latitude in choosing topics that were personally
relevant to them and that would provide information about their actual
teaching practice, and measures that would make the evaluation process
manageable for both candidates and assessors in terms of time and effort.
The candidates were free to select topics that currently concerned them as
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long as these topics were varied. In order to make the construction process
manageable for the candidates, the guidelines indicated a minimum and
maximum length of the portfolio and provided a table of contents with a
specification of the required evidence and suggestions for other types of
evidence.
The guidelines took the three Domains (Appendix) as a point of departure.
The candidates selected five to eight themes or topics to demonstrate they
met the standards as specified in the three Domains (Seldin, 1997). The three
Domains with subdomains were added as an appendix to the guidelines.
Three types of evidence were required to support their reflections and
conclusions:
Samples of teacher work, like lesson plans, notes for instructions,
assignments, and student assessments;
Samples of student work, like tests, letters, and summaries of books;
A videotape of one lesson or excerpts from several lessons.
Suggestions were given about other types of evidence candidates could
include. The portfolio was to be constructed around the table of contents
mentioned below:
- 1. A short description of the school, the background of students, and
the subject matter department; the grades the candidate teaches; other
responsibilities within the school and/or projects the candidate is involved
with (>4 - 1 A4);
2. The candidate's views about learning and teaching in general and more
specifically about teaching English as a Foreign Language (H -1 A4);
3. An introduction to selected themes (minimally 5, maximally 8) and a
short description of reasons for the selection (Vz - 1A4);
4. Reflections and conclusions: description of the theme and how the
candidate has worked with this theme with reference to the evidence that
supports conclusions (each theme 1Vi - 2 A4);
5. General conclusion: summary of strengths and weaknesses. Indications
of what the candidate has learnt and future goals (1 A4);
6. Appendices per theme, with captions that explain the connection to the
theme.
It was estimated that the construction of the portfolio would take 10 to
14 hours. Some authors advise a combination of analytical and global
approaches to evaluating portfolios (Daro, 1996; Van Tartwijk et al., 1998).
Here, because of the limited time available to the assessors, we followed the
recommendations of authors who advised keeping the evaluation procedure
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manageable and using global ratings, but giving candidates detailed feedback
on their performances (Wolf et al., 1997). However, in order to help the
assessors to work systematically, it was decided to formulate questions
that would focus their attention on specific issues. In Step 1, the assessors
evaluated whether the portfolio satisfied the requirements stated in the
guidelines. Focused questions helped the assessors to do this. In Step 2, the
assessors examined one topic at a time with the accompanying evidence and
answered three questions:
1. Which (sub)domains is this theme meant to illustrate?
2. Does the evidence support the descriptions and conclusions of the
candidate?
3. Does the candidate meet the standards in the relevant subdomains?
Per topic or theme, the assessors gave a global judgment regarding the
knowledge and skills of a candidate in the subdomain or subdomains,
ranging from: meets standards, partly meets standards, and does not meet
standards.
In Step 3, the assessors answered two questions with respect to the
portfolio as a whole.
1. Does the portfolio show development and is this connected to actual
teaching behavior?
2. Does the portfolio show a coherent picture in which the candidate's
statements are supported by concrete evidence?
The assessors wrote short commentaries to elucidate their judgments. The
guidelines for the construction of the portfolio were tested in a pilot to find
out whether the instructions were clear and whether the resulting portfolios
could be evaluated by means of the evaluation procedure.
Two candidates (one male, one female) who had taken part in the field-
testing of the written test and the simulations were willing to participate in
testing the portfolio. They had no previous experience with the construction
of a portfolio. One candidate was in her second year of teaching and had
just started in a school for Senior Secondary Vocational Education. The
other candidate was in his third year of teaching in a broad-based combined
secondary school. They were sent the guidelines and asked to study them.
After a week, they were phoned to inquire whether the instructions needed
further clarification. They were given four to six weeks to compile the
portfolio. During this period, the ICLON Graduate School of Education
assisted in making the video recording, because not every school had the
necessary equipment.
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RESULTS
The candidates produced portfolios that gave a good impression of the issues
that concerned them most, both personally and as part of current policies
in their respective schools. The portfolios differed in the degree in which
the selected topics were representative of the three domains. One candidate
had not indicated which subdomains the selected topics were meant to
illustrate. The variation in topics was quite restricted in one portfolio. The two
portfolios also differed in volume, mainly because of the variable amount
of evidence accompanying the topics. Although the candidates had followed
the guidelines, the selected topics did not always speak for themselves
and the connection between a topic and the accompanying evidence was
often not clear. This meant that the assessors could not answer some of
the questions of the evaluation procedure for some of the topics in the
portfolios.
CONCLUSIONS
Based on this pilot, the guidelines were adjusted and supplemented with
concrete examples, for instance of how selected topics could illustrate the
subdomains and how evidence could support statements and conclusions
about their teaching. In addition, it was decided that, after candidates had
handed in their portfolios, assessors would determine which aspects in the
portfolio needed clarification in an oral interview.
STAGE 2: FIELD-TESTING THE PORTFOLIO
The main goal of the field test was to find out whether the revised guidelines
led to the creation of manageable portfolios that could be evaluated and
that provided information about the candidates' actual teaching practice.
Five candidates were willing to participate in the field-testing of the three
instruments: the portfolio, the simulations, and the written test. Four of them
were in their first year of teaching. The fifth candidate had been a relief
teacher for one semester and was in her second semester at another school.
They all taught in schools for secondary education leading up to forms of
higher education. Their teaching loads varied from 12 to 24 teaching periods
per week. Four candidates had previous experience with the construction
of a portfolio for development purposes in their teacher education course.
They were sent the guidelines, and after a week were phoned to inquire
whether they had any questions about the guidelines. They were given
four to six weeks to construct their portfolios. The ICLON Graduate School
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of Education assisted in arranging the video recordings of lessons. The
candidates themselves decided which lesson was going to be recorded and
when.
Afterthey had handed in their portfolios, two assessors read each portfolio
using the evaluation procedure to determine what aspects of the portfolio
needed clarification. In an interview lasting 45 minutes, the candidates were
asked to elucidate these points. All interviews were taped and transcribed.
They were added to the portfolio. Per topic or theme, the assessors gave a
score on a three-point scale (the judgments were: meets standards, partly
meets standards, does not meet standards). They explained their judgments
with short commentaries. They answered the questions in the evaluation
procedure independently.
The candidates received an evaluation form with questions about the
portfolio. They were asked to evaluate the instructions in the guidelines, the
usefulness of the oral interview, the picture that the portfolio provided of
their practice, and the value of the portfolio as a tool for evaluating beginning
teachers. After a few weeks, each candidate received a detailed and personal
feedback report on each separate topic in his or her portfolio and on the
portfolio as a whole in combination with his or her performance on the
written test and the set of simulations. In Section 3.5, we give an account of
the canditates' reactions to this report.
RESULTS
The topics selected by the candidates to document their practices reflected
personal concerns like 'classroom management', 'relations between teacher
and students', 'motivation of students', and 'literature lessons in the higher
forms'. Some topics were selected because the candidates were given
specific responsibilities, like acting as class tutor, or giving support lessons
to weak students. They also reported on their collaboration in whole school
projects that aimed to prepare students for more independent study, or
how they cooperated with their colleagues in the English department. Other
topics happened to be of concern at the particular period of the school year,
like parents' evening or oral examinations.
At first sight, the candidates appeared to have followed the guidelines
reasonably well. Four candidates had documented five themes. One candidate
had selected six topics. Closer inspection revealed great differences in quality.
There was an overlap of themes in two portfolios. One candidate had not
added captions to explain the selected pieces of evidence. In addition, the
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amount and the variety of evidence differed. One candidate provided very
little evidence, and had also not added all the required evidence. The quality
of the evidence varied.
Apart from the required evidence, the candidates added taped oral
examinations, notes on students' performances on oral assignments, student
assignments, students' performances on these assignments, notes of
conversations with students, evaluation reports on how the candidates
had fulfilled the role of class tutor, student evaluations of candidates'
lessons, notes on preparations for parents' evenings, and short summaries
of conversations with parents.
The most difficult thing for the assessors was to make a confident
judgment in the absence of clear, unequivocal evidence. The evidence
selected by the candidates often only illustrated that they had done
something, but explained very little about the context and the significance
of the evidence. As could be expected, the video evidence proved to be a
very important source of information about the candidates in combination
with their reflections on the lessons. Classroom management turned out to
be problematic for three candidates.
At the end, the assessors answered questions about the portfolio as
a whole. The question of whether the candidates showed development
connected to actual teaching behavior proved difficult to answer. The
candidates frequently mentioned new insights, but there was little or no
evidence of the consequences of these insights for their actual teaching. On
this point, the candidates did not differ very much from each other.
It took the assessors between seven and eight hours per portfolio to
read all the evidence, watch the videotape and make an evaluation. The
candidates responded to the four questions in the evaluation form as
follows. They regarded the guidelines as an important form of support
because they gave them a clear impression of what was required of
them. The guidelines also helped them to invest their time efficiently.
The candidates consulted the guidelines mostly at the beginning. One
candidate kept the guidelines at her elbow throughout the period in which
she constructed her portfolio. Some candidates did not consult them again
at later stages. One candidate said she appreciated the fact that she could
select her own themes. Another said she found it difficult to determine
whether she had satisfied the requirements. All candidates agreed to the
statement that the finished portfolio gave a good impression of their
current practice. Two candidates added that it was not a complete picture,
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but part of the picture. Another said the portfolio showed not only how she
functioned, but also how she would like to function. A third candidate said
she had been very honest in her description and constructing the portfolio
had been a revelation to her, because she had to stand back and reflect on
her teaching. Four candidates viewed the portfolio as a good method to
assess beginning teachers, but thought it should be used in combination
with other methods. One candidate added that she preferred oral methods
of evaluation to written methods, because she could provide reasons for her
actions better that way. Another candidate said that a portfolio presents an
inflated picture of someone's practice. All five candidates had appreciated
the oral interview, because it provided them with an opportunity to clear
up misunderstandings. One candidate regarded the interview as a way to
avoid presenting too much of a rosy picture.
CONCLUSIONS
Conclusions about the developed portfolio as an assessment tool are
tentative, because few candidates were involved. All portfolios offered a
personal and contextual picture of a candidate's current practice. The themes
reflected what happened at particular times in the school year, like parents'
evenings or oral exams. Other themes showed a candidate's momentary
preoccupations. The main feature of the portfolios was a representation
of 'work in progress'. This work in progress showed wide variety, not only
in the selection of topics, but also in how the topics were presented. The
videos demonstrated the complexities of the classroom. The candidates
faced difficulties with putting plans in action or dealing with unexpected
events. In three cases, the candidates faced considerable problems with
respect to classroom management. It was difficult, however, to make a fair
judgment of the generalizibility of this to other occasions, other lessons, and
different age groups.
The portfolios made clear that these beginning teachers were struggling
with the complexity of teaching and were faced with a multitude of big
and small problems. Pronouncing firm statements on their current levels
of performance proved to be difficult. Their teaching seemed to be in
a constant flux, with very little firm ground underneath. The portfolios
explicitly or implicitly illustrated the widely different contexts in which these
beginning EFL teachers find themselves. The degree in which candidates
were supported by their more experienced colleagues varied from no help at
all to planning and preparing together. Three candidates were given serious
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responsibilities without much support, like holding final oral examinations,
or giving support lessons to weak students.
The candidates appreciated the clarity of the guidelines and felt they were
helpful in constructing the portfolio. The guidelines also helped them to
keep construction time within reasonable limits. The candidates felt that
the portfolio gave a good impression of their practice, although it provided
only information about part of their practice. The candidates considered the
portfolio a good tool for assessing teachers.
For the assessors, the three steps together with the questions helped
them to work systematically through the portfolio. First judging topics
separately and then answering questions about the portfolio as a whole was
a satisfactory way to get to grips with this complex task. The assessors could
not answer the question whether the candidates demonstrated development
coupled to actual teaching behaviors. The period over which the portfolio
was constructed may have been too short to show evidence of development.
The time needed to judge the portfolio, however, was considerable. The
main problem for the assessors lay in the passing of confident judgments
on whether a candidate met the standards. A major problem related to the
quality, quantity, and the interconnectedness of the evidence that supported
a candidate's conclusions. Constructing a portfolio requires considerable
writing skills and a lack of these may result in poor descriptions of teaching
practice.
Considering these problems, the portfolios, nevertheless provide important
additional information about the candidates: what concerned them in their
daily work and how they functioned in the context of their own schools.
Testing the developed portfolio with a small group of candidates was
adequate to establish whether it met the requirements by providing a more
valid picture of each candidate.
3.4 DEVELOPING AN ASSESSOR TRAINING
Given the considerable role of human judgment in performance assessment,
the literature emphasizes the role of the assessor and the quality of
the assessor training (De Graaff, 1993; De Rijke & Dochy, 1995; Lievens,
1998; Wolf, 1995). It is important to ensure that candidates are judged in
comparable ways. Assessors should administer the assessments in a similar
way, have a good understanding of the criteria, and evaluate candidates
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according to the same standards (Gipps, 1994). There is considerable
evidence that assessors are affected by the characteristics of examinees
or how they present their work (Moerkerke, 1996). For instance, they must
learn to recognize the affect of strong first impressions on subsequent
judgments, like the attractiveness of a candidate, and they must realize
the dangers of judging a candidate more or less favorably, because of
the influence of a preceding candidate. Assessors must learn to use a
systematic procedure to judge candidates. This implies that they must learn
to observe what candidates do and say, and to record their observations,
place the recorded observations under the relevant criteria, interpret the
recorded observations, and give an evaluation (De Graaff, 1993). Some
authors state that these technical aspects of assessor skills are not enough
and that assessors need to develop a thorough understanding of the
performance criteria (Lievens, 1998). In addition, assessors should be
provided with the same evaluative standards as a reference for judging
performance (Woehr, 1994; Wolf, 1995).
In this section, we report on the training that was developed for assessors
passing judgment on candidates' performances on the simulations. The
assessors judging the portfolios had not received a separate training,
although the evaluation of portfolios requires expert judgment. The training
was developed based on the experiences of assessors of simulations in
Field Test 1 (see Section 3.3.2). As a first step, a Handbook for assessors
was developed that contained the three simulations, the semi-structured
interviews, the scoring procedure, and an illustration of the criteria.
Members of the development team did not take part in the assessor training.
They had developed expertise during the development process and had
received a one-day training. They had closely collaborated on all aspects of
the design of the simulations and were, therefore, thoroughly familiar with
their content. For that reason, we wished to find out whether the assessors
who had not taken part in the design of the simulations would be able
to apply the developed procedure. The researcher approached three EFL
teachers (two secondary teachers and one teacher educator) personally by
a letter, explaining the research project and requesting them to take part in
the training. The secondary teachers had 5 to 7 years teaching experience
and had taught in all forms of secondary schools that prepared students
for higher education. They were considered expert teachers by their peers
and had regularly taken part in professional development activities. The
teacher educator had extensive experience in different forms of secondary
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education and teacher education. She was also involved in organizing
professional development activities for in-service teachers.
Judging candidates' performances on the three simulations required the
assessors to conduct a semi-structured interview, to record and interpret the
candidates' responses, to write an interpretative summary and attribute a
score, and to finally arrive at a consensus with a colleague by discussing
each of their summaries. This meant that the assessors needed to develop
interviewing skills and technical skills, like recording, interpreting, and
summarizing their judgments. In order to do this, they needed to become
thoroughly familiar with the purpose of the developed simulations and fully
understand the performance criteria in order to interpret the responses of the
candidates. In making judgments about a candidate, they needed to learn to
make their thinking explicit to themselves and to their co-assessors.
The training was centered round the content of the Handbook. It
contained the following elements: preparatory training consisting of six
training sessions (21 hours), self-study (16 hours), practical experience
by acting as an assessor in four assessment centers (17 hours), and a
session in which the training was evaluated (4 hours). Altogether, the
training took 58 hours. In the training sessions preceding their practical
experience as assessors in the assessment centers, the assessors carried out
the simulations themselves and interviewed and assessed each other. The
assessors' beliefs about (good) foreign language teaching were discussed,
as were the background and rationale of the assessment as a whole. During
self-study, in order to extend their frames of reference, the assessors
read background literature about interviewing skills, evaluation skills, and
a range of EFL topics. They became familiar with the procedure by
watching videos of candidates taking part in the assessment center in Field
Test 1. They reflected on their own interviewing skills by watching videos
recordings of themselves conducting interviews with their colleagues as
part of the training. In order to get practical experience, they took part in
four assessment centers.
The assessors received evaluation forms during the training. In preparation
for the last training session, they answered questions about the adequacy
of the training. The questions related to whether the training had prepared
them adequately to conduct the semi-structured interview and to apply the
evaluation procedure, and their views on important assessor qualities. In the
last evaluation session, their answers were discussed. The conversation was
taped and transcribed.
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RESULTS
Based on the training and the practical experience in four assessment centers,
the assessors concluded that the training provided adequate preparation for
conducting the semi-structured interviews. Before participating in the four
assessments, the assessors did not feel prepared, but, having actually taken
part in assessment centers, they felt up to their task. However, following
up on candidates' answers and conducting the interview within the time
allotted was felt to be quite difficult. This was particularly true in the case of
candidates who were not very communicative. With practice, they felt they
succeeded better in keeping to the structure of the interview and in getting
all the necessary evidence from candidates.
Working with the scoring procedure improved with practice, but was
felt to be exacting, especially working within given time limits. Following
the systematic approach from recording the candidates' responses to
summarizing was felt to require considerable administrative effort. However,
using this systematic approach supported concentrated thinking and decision-
making. In order to attribute a score, it was important for the assessors to
step back and reflect on a candidate's overall performance and balance his
or her strong and weak points before making a final decision. The rubric
descriptions illustrating different performance levels helped in achieving this
balance and getting an overview of a candidate's performance. However,
assessors' summaries often emphasized different points in a candidate's
performance, although their scores matched. The systematic approach
to scoring and the discussion between the two assessors preceding the
construction of a joint summary and score was felt to be important for
making fair judgments. Each assessor took part in four assessment centers
and passed six judgments. Of the 18 judgments, they reached complete
agreement with their co-assessors in 13 cases (72%). In the other five cases,
the assessors reached agreement on the performance levels within one level
(adjacent agreement) (see Table 3.16).
Valuable elements in the training that had helped the assessors to come to
grips with what was expected of them related to the Handbook for assessors.
In particular, the illustration of the criteria was helpful in gaining a deep
understanding of their meaning. Video recordings of interviews conducted
by other assessors in Field Test 1 gave a concrete illustration of the kind
of responses candidates give and how assessors conducted the interviews
and followed up on responses. Video recordings of themselves doing dry
runs of the interview were seen as an important means of improving their
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interviewing skills. The background literature and the discussion about
beliefs about good foreign language teaching were felt to broaden their
scope and to help them to develop a shared frame of reference. As to the
length of the training, they considered it too short rather than too long.
In their view, an important pre-condition for assessors was to have
teaching experience, not only sufficient amounts and recently, but also
relevant to the particular situation. This also applied to teacher educators.
The assessors should also have enough experience to be able to stand back
and reflect on their teaching. They should have come to realize that different
teaching approaches could be effective and not be too quick in expressing
evaluative judgments. Too much experience, however, might constitute a
danger, because it tended to produce routine teaching behaviors and rigid
views on what constituted good teaching. Another important condition was
that assessors had kept up to date with recent developments in teaching and
in teaching EFL Lastly, it was felt that assessors should possess considerable
communicative skills, both verbal and written.
CONCLUSIONS
Conclusions on the adequacy of the training are necessarily cautious because
few assessors were trained. Generally speaking, the assessors regarded
their preparation as adequate, but only after they had actually participated
in the four assessment centers. Important aspects of the training were the
development of a shared frame of reference about good (foreign language)
teaching. Discussing their beliefs, reading background literature, and
carrying out the simulations themselves assisted in developing such shared
views. Videos of assessors from Field Test 1 conducting interviews and
video recordings of themselves interviewing their co-assessors were an
important aid in learning to conduct the semi-structured interview. A good
understanding of the performance criteria turned out to be a major condition
for being able to conduct the interview and apply the scoring procedure.
The description of the criteria in the Handbook for assessors promoted a
thorough understanding of the criteria.
From the participation of the three new assessors in four assessment
centers in Field Test 2, it appeared that they were able to apply the scoring
procedure and reach sufficient agreement about candidates' performances.
Applying the scoring procedure was hard work, requiring administrative and
intellectual effort. However, being required to follow a systematic procedure
assisted the decision-making process.
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As to the question of important assessor qualities, it was generally felt that
assessors should have sufficient recent teaching experience. They should
be of open mind and not entertain rigid views with respect to how EFL
should be taught. They should also have kept up to date with recent insights
into foreign language teaching. In addition, they should possess verbal and
writing skills.
3.5 COMBINING THE EVIDENCE
In this section, we discuss how the information collected on individual
candidates' performances on the three instruments was combined. First, we
describe how and in what order the information was collected. Next, we
describe how the data from the three instruments were put together. Then,
we discuss the format of the feedback report that contained the combined
data. Finally, we describe the candidates' reactions to the feedback report
and the extent to which, in their view, the three instruments provided
a representative picture of their practice. As we mentioned before, the
group of candidates involved in the field-testing of the combined set of
instruments was limited (five candidates). The information yielded by the
three instruments was rich and detailed. The question here is how we
dealt with this rich information and combined it to provide feedback to
candidates.
As we mentioned in Section 3.3.3, the three instruments were tested with
candidates who were all beginning teachers in their first year of teaching
(one had just started on her second year of teaching). The feedback report
was sent to the candidates and they were asked for their comments by
telephone. The telephone conversations were taped and transcribed.
3.5.1 STEPS IN COLLECTING THE EVIDENCE ABOUTTHE CANDIDATES
The evidence about the candidates' performances was collected over a
period of about nine or ten weeks between the time that the candidates
received the instructions for their portfolio and the time they took the written
test and the interview about the portfolio was conducted (see Step 1 to 7 in
Table 3,17). After four to five weeks, the candidates received the feedback
report and commented on its contents in the telephone interview (See Steps
8 to 10 in Table 3.17). Altogether, the procedure lasted about four months.
The candidates spent about 14 hours preparing the portfolio. They came
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to the assessment center for one full day. About a week later, they were
interviewed about the portfolio and took the written test on the same day.
This lasted half a day. In every evaluation activity, two assessors judged
the candidates. Altogether, at least five to six assessors were involved with
one candidate. In this study, the author was responsible for combining the
information collected by the assessors about individual candidates and for
writing the feedback report.
Table 3.17 Steps in collecting information about the candidates and providing feedback
1. Portfolio guidelines sent to the candidates.
2. Telephone call to the candidates to inquire about clarity of guidelines and explain if necessary
3. Video registration of lesson or lessons.
4 After six to eight weeks, the candidates hand in their portfolios
5. Assessment center: one full day in which the candidates carry out three simulations.
6. Assessors read portfolio and decide on which points they need further clarification
7. Assessors hold a 45-minute interview about the portfolio. Candidates take the written test [90 minutes]
8. Assessors judge portfolios and score the written test
9. Author writes feedback report based on the information from the three instruments.
10. Telephone interview about feedback report
The period of time and the order in which the evidence was collected was
meant to contribute to a fair evaluation process by offering the candidates
many opportunities to demonstrate they met the standards. The assessors
examined the candidates' portfolios after they had carried out the simulations.
This was in line with the intention of making the administration of simulations
similar for all candidates. The assessors met the candidates during the
assessment center for the first time. Only the author had previously spoken
to the candidates on the telephone.
3.5.2 COMBINING THE EVIDENCE
In combining the information from the three data sources, the three
simulations, the portfolio topics, and the written test were regarded as
separate pieces of information about a candidate (see Table 3.18). Each
provided information about individual candidates from a different angle. In
the left-hand column, the written test, the three simulations, and the portfolio
themes are listed. The top row lists the three domains with the subdomains.
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Table 3.18 Combining the information from the three instruments
Domains: Domain 1 Domain II Domain III
Subdomams: 1A; 1B; 1C; 10; 1E. HA. IIB. IIC; HO. HE; IIP; IIG IIIA; NIB; IIIC
1 Written test
2. Simulation 1
3. Simulation 2
4. Simulation 3
5 Portfolio theme 1
6 Portfolio theme 2
7. Portfolio theme 3
B Portfolio theme 4
9. Portfolio theme 5
Summary
at task level
Score
Summary
Summary
Summary
Summary
Summary
Summary
Summary
Summary
Overall
judgment
As a first step, the candidates' performances on the separate tasks/activities
were described in terms of how they had performed with respect to the
criteria or, in the case of the portfolio, with respect to the relevant subdomains.
The assessors' summaries and comments were the source of information for
composing this description. This led to one score and eight descriptions that
summarized how each candidate had performed on these tasks/activities. The
second step consisted of an analysis across tasks. The information provided by
the eight summaries was examined for recurring patterns and contradictions,
and interpreted in terms of what it revealed about the candidates' knowledge
and skills in the three Domains. In the overall judgment of the feedback report,
these patterns were reported to the candidates. The scores on the written test
was used to underline conclusions. As an example, Table 3.19 presents (part of)
an overall judgment. In Chapter 4, an in-depth picture of the responses of two
candidates and the assessors' judgments of their responses will be presented.
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Table 3.19 Part of the overall judgment of a candidate
|. .] The following point fits in with what you catl one of your weak points (on components of Domains I and
II) You indicate that you often overestimate students and that there is a lack of variation in your instructional
formats. Both from your portfolio and the simulations it appears that you find it difficult to look at lesson
content from the perspective of the students and to find ways to make it accessible to them- Therefore, you
take big steps, because it does not look particularly difficult to you. You offer the students little opportunity
to digest new content (See Simulations 1 (Planning a lesson) and 2 (Evaluation of student letters) and your
portfolio. Topic 1, and the instruction with Assignment 2, Topic 3). While you repeatedly express the wish
to meet the needs of your students, we get the impression that you have little knowledge of instructional
strategies. Your low score on the written test confirms this (...(.
3.53 THE FEEDBACK REPORT
Ultimately, it was intended that the feedback to the candidates should
serve two purposes. Firstly, it should contain a statement on whether
candidates were eligible to receive a teaching license. Secondly, it should
contain information that underpinned the licensure decision and contributed
to further professional development. At this stage, it was premature and
unnecessary to pronounce pass/fail judgments on candidates, because the
procedure was still under development. In addition, all five candidates who
had participated in the field-testing of the three instruments were qualified,
so it was not feasible to pass judgments on them. The feedback report served
the professional development purposes of the assessment and as a check
to find out whether the information in the feedback report proved to be a
convincing picture of where candidates in their opinion stood.
In order to provide useful feedback to candidates, the report needed to
meet three criteria. The candidates should be able to trace how a judgment
was reached. It was believed that this would improve the transparency of the
evaluation process. To increase their acceptance of the contents of the report,
the candidates should be able to recognize themselves and their teaching in
the description of their performance. Finally, in order to serve professional
development purposes, the candidates should view the aspects on which
they were assessed as relevant and meaningful.
The general format consisted of a short introduction, a description per
simulation or per topic in the portfolio, and the score on the written test.
The report ended with an overall judgment, which contained strong and
weak points that had appeared across the three instruments. The final report
consisted of about five pages of A4 format.
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Per simulation or per topic, the criteria and subdomains by which the
performances of the candidates were evaluated were mentioned. This added
to the transparency of the evaluation. A short neutral description of how the
candidate had performed on a simulation or on a portfolio topic followed.
The description stayed close to what the candidate had actually said or
done. This was meant to advance the recognizability of the report. Next,
the interpretations and evaluations of the candidates' performances in the
light of the criteria followed. Finally, the general conclusion mentioned
strengths and weaknesses that had emerged across the simulations and
the portfolio, underlined or contradicted by results on the written test. The
general conclusion started by referring to each candidate's own description
of his or her strengths and weaknesses and elaborated on this. This was
assumed to increase the relevance of the evaluation as a whole.
As mentioned above, the assessors' notes formed the basis for the
feedback report. Translating these notes into appropriate and customized
feedback required considerable effort and time.
3.5.4 CANDIDATES' REACTIONS TO THE FEEDBACK REPORT
In a telephone interview, the candidates answered questions with respect to
the feedback report. They were asked whether they recognized themselves
in the descriptions, whether the report did justice to their qualities, and
whether the report gave food for further reflection about their teaching. The
telephone interview was taped and transcribed.
All candidates answered that they recognized themselves in the report.
They pointed to several parts of the report to illustrate their views. Two
candidates said the following:
- Most of it fits in with how I see it, especially what was said in the general
conclusion about the weaker students. I also agree with what was said in
the general conclusion about the fact that there is a reverse side to my
systematic approach.... I spend all my free time preparing and I do not
know how to manage my time better.
- Yes, I did recognize myself, it all fits with my experience .... You plan
something and then you are in the classroom and students are noisy and
then you choose for an easy way out. The report made me aware of this
again ... I also recognized what was said about how I collaborated with
M....This is how I usually work with others. I watch the process, I am
more a monitor; often I spent less time on the content, and more on the
process.
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All five candidates replied that the report did justice to their qualities.
Two candidates spontaneously remarked on the form of the report. One
appreciated the fact that first there was a neutral description followed by
an interpretation and a judgment. Another candidate felt that there was
too much emphasis on description. To the question of whether the report
provided them with ideas for further reflection, the candidates reacted in
positive terms. The following answers give an indication of this:
- What was said [in relation to] the video: the lack of clarity. I am working
on that. In addition, I am becoming aware of what I actually did, what am
I actually doing? It is not enough only to become aware, but I must also
act.
- I have started already. Just now, I was planning a lesson and I thought it
appropriate to let the students work in groups of four. I have to tell them
what to do, for how long, etc. There is also something else. A small thing.
I cannot do everything at the same time. I am working on another way of
asking questions. First, an open question, giving students some time to
think. Not calling the name first and then asking the question. There are
two weeks before the holidays start, but this is something I can do.
- I realize now that there is little support or no support [from my colleagues].
It is also my own fault. I can do something myself. I should take more
initiative.
All five candidates thought that the combination of assessment methods
succeeded in giving a representative picture of themselves as beginning
teachers. Three of them said that each method illuminated their competence
from a different perspective. One elaborated on this by saying that the
simulations and the portfolio were much more personal and that, therefore,
they gave a better picture of her as a teacher. One candidate, who had
shown reservations with respect to the simulations as a useful tool because,
in her opinion, they did not give a truthful picture of how she functioned,
later retracted this statement after she had received the feedback report.
She showed surprise at how much the simulations had revealed about her
teaching. They laid bare some of the problems she struggled with in her
practice.
3.5.5 CONCLUSIONS
By collecting evidence about candidates over a period of time, in different
settings, and through three different data collection methods, a representative
picture about their teaching was obtained. Each instrument added valuable
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information about a candidate's knowledge and skills. The information about
each candidate was described at task-level in terms of what it revealed about
his or her teaching on the domains and subdomains. Next, this information
was combined in an overall conclusion by describing patterns that emerged
across tasks/activities with respect to the domains and subdomains.
The feedback report based on the assessors' notes offered a rich and
differentiated picture of each candidate's knowledge and skills. From the
viewpoint of the candidates, its format was useful and informative. In this
respect, the procedure met the professional development purposes of the
assessment. Composing the feedback, however, was labor-intensive.
The procedure offered a broad and varied information base on which
decisions could be founded. Experience with a larger group of candidates
undergoing the procedure is needed for making pass/fail decisions. At this
stage of development, no such decisions can be made.
As to efficiency of the procedure, the period over which the information
was collected, and how the information was collected was considered
reasonable by the candidates in terms of time, although the construction
of the portfolio required considerable skill and motivation. Judging the
candidates, however, was exacting and time-consuming for the assessors.
The need to judge candidates in a transparent and consistent way required
considerable expertise and administrative effort from the assessors. At least
five assessors were involved here, and combining the information from the
different sources and translating this information into a final report was
demanding and time-consuming.
The acceptability of the procedure to the candidates who had taken part in
the field-testing of the three instruments was high. The candidates felt they
had been given many opportunities to demonstrate they met the standards.
This was in contrast with the candidates who had only taken part in the
field-testing of the written test and/or the simulations. It appeared that the
portfolio played an important role by adding valuable information about the
candidates' practice in their schools, not only in the view of the assessors
but also in the view of the candidates. The candidates also expressed the
view that the assessment had been a learning experience in itself. This was
particularly true of the simulations.
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3.6 SUMMARY
In this chapter, we investigated how an assessment procedure for beginning
teachers could be designed that satisfied the requirements formulated in
Chapter 2 (Table 2.1 ). We first took the framework a step further to specifically
inform the development process. We adapted procedures or phases of test
development described by various designers of assessment procedures to
suit our purposes. We divided the development process into two phases: test
design and test development. The first phase, test design, consisted of seven
components that needed specification in order to develop assessments. The
15 requirements formulated in Chapter 2 (Table 2.1) provided guidance in the
specification of these components. Ultimately, the design phase culminated
in the selection of assessment methods and a test specification that provided
a blueprint for the second phase: the actual development of instruments.
The seven components of test design refer to the decisions developers
make regarding the purposes of the assessment, the characteristics of
examinees, who determines on what examinees will be assessed and who
the assessors will be, the formulation of content standards, a plan for
evaluating the quality criteria, a characterization of the performance to be
assessed, and the selection of methods.
The actual development of the written test, the set of simulations, and
the portfolio were based on the specifications of the seven components.
Each instrument was developed in cycles in which they were field-tested and
revised. In addition, an assessor training was developed. The development
of the written test consisted of the construction of items, the consultation
of a panel of experts about the content and relevance of the items, and
two field tests involving beginning EFL teachers and student teachers.
The development of the simulations was carried out in three stages.
The simulations were field-tested with 27 candidates. They yielded rich
information about the candidates and were considered a meaningful tool
for assessing beginning teachers by assessors and candidates alike. The
consistency of evaluation of the simulations among the assessors was
acceptable. The development of the third instrument, the portfolio, conducted
with a small group of candidates, yielded the personal and contextual
information about the candidates needed in order to meet the requirements.
The portfolio provided information about how the candidates performed
in the real situation and, as such, added to the validity of the assessment
procedure. The assessor training consisted of activities aiming at the
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development of a shared frame of reference and at the more technical
elements of the assessment. It appeared that the training adequately
prepared the assessors for their task.
Next, the combining of the results of the three instruments to reach an
overall judgment was described. First, the procedure of collecting information
was explicated. Then, the steps for combining the information resulting
from the written test, the simulations, and the portfolio were described.
The feedback report described the performances of the candidates on
separate tasks and gave an overall judgment. It was concluded that the
developed procedure met the professional development purposes of the
assessment. Elements that contributed to the professional growth purpose
of the assessment were the varied ways in which the information about the
candidates' knowledge and skills was collected and the detailed feedback
candidates received. As for licensure decisions, the procedure yielded a
broad base on which to make decisions and systematic ways to collect the
information.
The efficiency of the procedure was adequate with respect to the time the
candidates invested. However, assessing complex performances required a
great deal from the assessors in terms of both time and expertise. For the
sake of the validity and comparability of the assessment, varied evidence
about a candidate needed to be collected in consistent ways. There was a
chance that this could conflict with the efficiency of the assessment.
In the next chapter, we present two cases to illustrate the whole procedure
in depth. The kind of responses that the assessment methods generated, the
assessors' judgments, and the feedback to the candidates are described.
4
ILLUSTRATION OF THE ASSESSMENT PROCEDURE:
TWO CASES DESCRIBED IN DETAIL
In Chapter 3, the focus was on the development of an assessment procedure
for beginning EFL teachers that would meet with the requirements that
had emerged from an analysis of theories and research on teaching and
assessment. In this chapter, we provide a detailed picture of the responses
of two candidates to the assessment and the assessors' judgments of their
responses in order to illustrate the nature and quality of the information
gained by using the assessment procedure. In Section 4.1, we introduce
the two candidates. Alma and Helen (both names are pseudonyms) and
indicate the type of data that will be presented in this chapter. In Section
4.2, background information about the assessment context is offered to
contribute to a good understanding of what follows. In Section 4.3, Alma' s
responses are given in order to provide a picture of the data on which the
assessors based their judgments. In Section 4.4, the assessors' judgments
of her responses are given. In Section 4.5, the feedback report is presented
and Alma's responses to the feedback report are described. In Sections 4.6,
4.7, and 4.8, the same procedure is followed for Helen. In Section 4.9, we
present some final remarks on the two cases.
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4.1 INTRODUCTION TO CANDIDATES AND TYPE OF INFORMATION PRESENTED
It is our aim to present a detailed picture both of the type of information
collected by using the assessment procedure and how this information was
judged. By presenting two cases in detail, the type of data gathered by
following the procedure and the judgment process can be illustrated. As
we stated before, the emphasis of the assessment procedure during field-
testing was on the professional development purposes of the assessment.
An overview of the information gained for each candidate is presented in
Table 4.1 and Table 4.2.
Those two candidates were chosen because they presented interesting
similarities and contrasts. Alma and Helen both taught in denominational
schools that were comparable in terms of size and student population. Their
teaching load was more or less the same and they taught similar levels and
types of students. They both had replacement jobs, although Helen had the
prospect of staying on after the summer holidays. Helen had a few more
months teaching experience. They had attended different teacher education
institutes and Alma had experience with the construction of a portfolio while
Helen had not. They provided a contrasting picture with respect to their
performances on the three instruments. Alma performed rather consistently
on all three instruments, while a coherent image of Helen's performance only
emerged from the total set of evidence. Helen's case illustrates the importance
of using several instruments. A full picture of her capabilities could only be
reached on the basis of the information from all three instruments.
In both cases, we attempt to present a detailed view of the assessment
process: from the candidates' responses to the three instruments, the
assessors' judgments, and the feedback report, to the candidates' reactions
to the feedback report. In order to achieve this goal, we first present a
selection of the candidates' actual responses to enable the reader to form
an impression of the type of responses yielded by the procedure. Next, the
assessors' judgments of these responses are presented in order to give an
impression of the various steps taken by the assessors. Part of the feedback
report is presented in order to demonstrate how the information gained
by using the three instruments was communicated to the candidates. The
content of the feedback report was based on the assessors' judgments.
Finally, the candidates' reactions to the content of the feedback report is
presented. The overall focus of this chapter is to make the assessment
process transparent to the reader.
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We base our presentation of Alma's and Helen's responses in Sections 4.3
and 4.6 on various types of data (Table 4.1). The evidence gathered using the
simulations consists of written data produced by the candidates and verbal
data that resulted from the semi-structured interview and from the discussion
between the candidates (Simulation 3). We present the candidates' written
data in full, but make selections from the verbal data. The portfolio generated
various types of data. First, written data produced by the candidates, that
is, descriptions of self-chosen themes and products constructed by the
candidates, like student tests, student assignments, lesson plans, etc. Second,
verbal data that resulted from the videotaped lessons, audiotapes added
by the candidates, and the interview about the portfolio. Third, materials
produced by others, like student evaluations and student test responses.
Fourth, miscellaneous materials added by the candidates that were intended
to illustrate their points of view. From the various types of portfolio data, we
provide an overview of the total portfolio contents and present one portfolio
theme in detail. Finally, the candidates' scores on the written test are given.
We base our presentation of the assessors' evaluations of Alma's
responses (Sections 4.4 and 4.5), and Helen's responses (Sections 4.7 and 4.8)
on the following data (Table 4.2). This includes written data generated by the
assessors' judgments of the candidates' responses to the simulations, that is,
records, interpretations, interpretative summaries, and joint summaries and
scores. It also includes verbal data, in which the assessors' discussed their
judgments and tried to reach a joint judgment. We present the assessors'
interpretative summaries and their joint judgments in full, because we feel
this is very important. We present a selection of the assessors' records,
interpretations, and discussions in order to illustrate the judgment process.
With respect to the assessors' judgments of the portfolio, we present their
judgments of the selected topic in full, as well as their overall judgment
of the portfolio. With respect to the feedback report, we only present the
feedback that refers to the previously presented evidence. Finally, we report
the candidates' reactions to the feedback report.
A twofold transformation process took place for the transcription of the
oral data (Kvale, 1996). First, the oral data on videotapes and audiotapes
were transformed into a more formal, written style in harmony with what
candidates expressed. Repetitions, hesitations, and pauses were left out.
The quality of some of the audiotapes was not sufficient and could not be
transcribed. Second, the data were translated to English. The written data of
the candidates and assessors were translated as literally as possible. When
Table 4.1 Overview of evidence gathered using the assessment procedure for each candidate
Instruments
Simulation 1
Simulation 2
Simulation 3
Portfolio
Written test
Written data of candidate Verbal data Materials produced by others
Lesson plan Videotape semi-structured interview (30 min.)
Notes + marked student letters Videotape semi-structured interview (30 min.)
Notes Videotape discussion between two candidates (40 min.)
Videotape semi-structured interview (15 min.)
1 2 to 1 4 page description of themes Transcript of 45 min. Interview about portfolio Student written work
Lesson plans Video tape of lesson Student evaluations
Instructions Audio tapes of oral examinations of students Letters written by senior
Student assignments teachers about candidate
Notes Student responses to tests
Tests Materials made by
colleagues in the school
Selected responses
Other materials
Textbook materials
copied from books
Newspaper articles
Programs of
professional
development activities
Table 4.2 Overview of data produced by assessors evaluating candidates' responses
Written data produced by assessors
Simulation 1 Records, interpretations, interpretative summary, and score (2x)
Joint summary and score
Simulations 2 Records, interpretations, interpretative summary, and score (2x|
Joint summary and score
Simulation 3 Records, interpretations, interpretative summary, and score (2x)
Joint summary and score
Portfolio Short answers, commentary, summary, and score (2x|
Written test Test score
Feedback report Descriptions, judgments, and overall conclusion
Verbal data produced by assessors
Audiotape of discussion between assessors
Audiotape of discussion between assessors
Audiotape of discussion between assessors
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it was felt that the meaning was unclear, changes in wording were made.
Information about the candidates themselves and their schools was altered
to avoid the possibility of recognition.
4.2 BACKGROUND INFORMATION ABOUT THE ASSESSMENT CONTEXT
In this section, we provide additional information that will facilitate
understanding of the two cases.
THE SIMULATIONS
The simulations consisted of two or three parts: individual preparation and
interview (Simulation 1 and 2) or individual preparation, cooperation with
another candidate, and interview (Simulation 3). Prior to the interviews, the
assessors read the candidates' written notes. At the start of each interview,
the candidates were put at ease and told to expect many 'why' questions.
They were told not to interpret this as criticism, but as a way to investigate
underlying reasons for making certain decisions.
In Simulation 1 (Planning a lesson), the candidates were asked to plan
a grammatical activity (the construction 'to be going to') and a listening
activity with the help of a textbook 'Friends'.1 'Friends' is a syllabus that
prepares students for the national core curriculum for tower secondary level.
It consists of a textbook, a workbook, a teacher manual, and audiotapes.
'Friends' is loosely constructed around the adventures of a group of friends
who all attend an international school in the Netherlands. The text and the
exercises in the workbook are all based on the characters in the story and
what happens to them. The candidates were given considerable freedom in
dealing with the activities offered by the syllabus. In practice, this meant that
they could change exercises, leave them out altogether, or add exercises as
long as they did both the grammatical and the listening activities in a way
that was appropriate to their views of good language teaching. They were
given a lesson plan that contained only a few specifications. The context for
their plans was created by asking the candidates to start their planning in the
middle of a chapter at the end of the textbook and by providing the teacher
manual describing the aims of the chapter. This required the candidates
to take into account the content of the previous lesson and the objectives
1 Strange, J Uytendaal, E , Verstraten. E., De Jong. W & Willems. G. (1994) Friends: International English Hauten. The
Netherlands: Educatieve Partners Nederland. This syllabus was available for a brief period, bul has been taken off the
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of the chapter. The collected evidence should give indications about their
capabilities on four subdomains: IB Planning, IIP Vocabulary and Grammar,
IIC Listening, and IA Knowledge of students (Appendix).
In Simulation 2 (Evaluating the results of a writing assignment and
planning feedback), the candidates evaluated four authentic student letters
of fifth year senior students. The aim of the evaluation was to provide
students with feedback (but not a score). The context for the simulation was
created by adding the content of the preceding lesson and by indicating
how students would be tested in the school examination. The candidates
corrected the letters in a way they considered suitable, made an analysis
of the students' mistakes, thought of feedback, and wrote down their plans.
In the interview afterwards, they explained the reasons for their decisions.
The assessors based their judgments on the corrected letters, the written
plans, and the oral data explaining the reasonings behind these plans. The
collected evidence should give indications of the candidates' capabilities on
two subdomains: IE Evaluation and ME Writing (Appendix).
Simulation 3 (Selecting, critiquing, and adapting materials for a series
of speaking activities) required two candidates to work together and come
up with a joint proposal for a series of speaking lessons that would
prepare students for an end-of-course test. In order to do this, they first
evaluated eleven speaking assignments individually. The end-of-course test
was included in the materials. Subsequently, the candidates discussed the
assignments with each other and they made a joint decision about the
speaking assignments, although it was not necessary for them to reach
consensus at all costs. The assessors based their judgments on three types
of evidence: the candidates' individual judgments of the exercises, the
observations of the cooperation between the two candidates, and the oral
interview afterwards. The collected evidence should give an indication of
the candidates' capabilities on three subdomains: ID Learning materials, NIB
Cooperation with colleagues, and HD Speaking (Appendix).
INSTRUCTIONS FOR THE ASSESSORS OFTHE SIMULATIONS
The assessors were instructed as follows (see Table 3.16 also). During
the semi-structured interview, one assessor conducted the interview and
the other recorded the candidates' verbal responses. The interview was
videotaped and, afterwards, the assessor who had conducted the interview
watched the tape and recorded the candidates' responses. Next, the assessors
classified candidates' responses using the criteria. Then, they interpreted the
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candidates' verbal responses in combination with their written responses. As
a last step, the assessors wrote an evaluative summary and assigned a score
by comparing their summary with a rubric that described performance on a
five-point scale. The assessors came together, compared, and discussed their
summaries. As a final step, they wrote a joint summary and attributed a joint
score. When necessary, they referred to their records and interpretations to
justify their judgments.
THE PORTFOLIO
The candidates received the guidelines for the construction of their portfolio
at home (see Section 3.3.3). They constructed their portfolio in their own
contexts over a period of 4 to 6 weeks. After they had handed in their
portfolio, the assessors read the portfolio and conducted an interview in
which the candidates were asked to clarify and elaborate on aspects of the
portfolio that were unclear in the assessors' opinion. These interviews were
transcribed and added to the portfolio contents.
INSTRUCTIONS FOR THE ASSESSORS OF THE PORTFOLIO
The assessors judged the themes in the portfolio with the help of a set of
questions (see Section 3.3.3). The assessors first established the subdomain(s)
illustrated by the theme. Next, they formed a view of the theme presented
by the candidates and examined the evidence that supported the statements
of the candidates. They wrote a short summary of the statements of the
candidate and the evidence supporting their statements. In order to arrive
at a judgment, the assessors first indicated the subdomain(s) covered by
the theme. Next, they stated the extent to which the evidence underscored
the candidates' statements and conclusions. Last, they made a judgment on
whether the candidates met standard descriptions in the relevant subdomains
on a three-point scale. They explained their judgments with short comments.
THEWRITTENTEST
The candidates completed the written test at the teacher education institute.
They were given 90 minutes to complete the test. This was ample time.
COMBINING THE INFORMATION
The information gathered using the three instruments was combined and
resulted in a feedback report (see Section 3.5). The author was responsible
for composing the feedback report.
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4.3.ALMA S CASE
This was Alma's first year of teaching. When she came to the assessment
center, she had just started a new teaching job. So far, she had only had
jobs as a relief teacher. This was the third time that she had replaced a
teacher, and this time it was with the prospect of a permanent job. In her
portfolio, she documented her teaching practice in her second replacement
job, which lasted four months. It was in a regional school that offers all
types of secondary general education. The school is denominational and is
situated on two locations that are quite far apart. The school population at
the two sites varies with respect to the socio-economic background of the
parents. At the site where Alma taught, parents are from a well-to-do, middle-
class background. In her portfolio. Alma sketched an attractive picture of
the school. It organized many activities for students and the teaching staff
was involved in various school projects in which they prepared for the new
curriculum in upper secondary education.
The English department consisted of eight English teachers, all first
graders. Six of them taught part-time, two of them only in the lower forms,
while the others taught both lower and upper forms. The members of the
English department enjoyed a large degree of autonomy and did not meet on
a regular basis. When arrangements needed to be made or when members
wanted to consult each other, this happened informally.
Alma taught both in the lower and in the upper forms with a teaching
load of 19 lessons a week. She also acted as the class tutor for fifth form pre-
university students. Alma also participated in two projects: a training project
for first-year students to help reduce their fear of failure and a project in the
upper forms that aimed at preparing students for more independent study.
Both in her portfolio and in the interview about the portfolio, Alma indicated
how much she felt at home in this school.
IMPRESSIONS OF ALMA'S RESPONSES
Below, we present Alma's responses to the three simulations; we give an
overview of the contents of her portfolio, one topic in her portfolio in detail,
and her score on the written test. In Section 4.4, we present the assessors'
judgments of Alma' responses. In Section 4.5, the parts in the feedback report
that relate to her responses and the assessors' judgments are presented.
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SIMULATION!
PLANNINGALESSON
In order to carry out this simulation, Alma needed to form a picture of the
teaching materials in the syllabus and decide whether these materials fitted
her view of good language teaching. If not, she needed to think of ways
in which the teaching activities and the exercises could be adapted to fit
her view. She needed to consider how students connected to the content
of the previous lesson(s) and set herself aims for the present lesson. She
also needed to decide how to present the grammar structure 'to be going to'
and the listening activity, how students were to practice, and how to check
on their progress. She needed to think of how to involve students, consider
ways to keep them interested, and anticipate difficulties. On the basis of the
materials provided to her, Alma planned a lesson. She was provided with a
planning sheet that was divided in two. On the left, she wrote her plans and,
on the right, she was asked to justify her decisions (Box 4.1).
Box 4.1 Alma's notes for her lesson plan
My plans
1 Tell students what we are going to do in this lesson
(contents and H to K).
2. Come back to previous lesson and what happened to
Roger. Ask questions about the telephone conversation
3. Explain what we are going to learn in H (how do you say
that you have plans to do something?!.
Students read text (H) from textbook. Draw the diagram on
the blackboard Ask students to fill it in and write it down in
their exercise books.
4. Ask students to say (in turn) what they are going to do
after school.
5. Explain exercise 4A en 4B and ask them to do the
exercises individually.
6. Check exercises (answers of 4B on the blackboard). Give
students an opportunity to ask questions about 'to be going
to'.
7. Ask students to read text I Then look at exercise 5A. Find
out together what they have to do. It is important that Roger
wants to be friendly.
My reasons
Students know beforehand what to expect.
Refresh their memories Activate prior
knowledge.
Establish goal.
I always keep to the order I. you. he, we,
etc. Writing it down helps students to
remember it better.
They practice with 'to be going to'.
In pairs would add little extra.
Students find out themselves what they
have to do
I
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8. Play tape and ask students to answer the questions at the 5B is a nice exercise, but it can be skipped,
same time. Repeat tape and stop tape after every answer.
Check answers. Do exercise 5B together
9. Do exercise J together: how do you tell the time? Ask Activate prior knowledge
students whether they know how to do this in English
10. Explain am/pm (as a memory aid: the letter p = later in
the alphabet).
11. Students ask each other in pairs what they are going to Combine exercise H and J. There are few
do at a certain time. E.g, What time are you going to do your exercises with going to.
homework? Each student asks two questions, and then they
change roles.
Check with the whole class. Write sentences on the Otherwise, students do not feel committed
blackboard.
While her justifications add extra information about her plans, much of her
thinking stays implicit. Why she judged it important for students to know in
advance what to expect, how she was going back to the previous lesson, or
why refreshing students' memories was important at this stage of the lesson
is not yet clear. In the semi-structured interview that followed, she explained
in more detail what she was going to do and why. We present the first five to
eight minutes of the interview.
Box 4.2 Interview with Alma about her lesson plan
Int. How did you tackle this'( ..)
Alma First, I tried to get an idea about the textbook and everything. I read the preceding chapter and
what happened in the previous lesson, the telephone conversation. Then, I read the rest of the
chapter and the other things they were going to learn. Then I looked at the teachers' manual
to see what needed to be done and had been done.
Int. OK (reads from Alma's lesson planl, "Tell students what we are going to do, contents and H to
K". Can you explain this a little?
Alma I do not say good morning and this is what we are going to do Perhaps it looks like that, but it
isn't like that. When the class is quiet. I tell them what my plans are for the lesson to prepare
the students Then they know what I want to do with them.
Int. Why do you do that?
Alma Sometimes a lesson is a complete failure and then I tell them, look this is what I had wanted to
do and it has not been much of a success. In this way, I prepare the students and tell them this
is what is expected of them; put some responsibility for the lesson on their side: we should be
able to do this together, this is what we are aiming for.
Int. You wrote in your lesson plan "Come back to the previous lesson and what happened to
Roger". Can you say something more about that?
Alma Go back to the previous lesson, what was it about? Especially important here, because it is a
story, it is about a group of characters. In the beginning, when I had not read the text I had
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no idea what it was about Students have to refresh their memories. It is impossible for them
to do the exercises without knowing the story. Students forget what they have done before
Therefore. I go back to the previous lesson. Who is it about' Who can tell me? Ask questions
in class.
Int. OK, I understand. Can you tell me about the order of the different activities'
Alma First, what are they going to learn' I go back to the beginning of the chapter where it says
what the students are going to learn in this chapter. I tell them that in this lesson they are
going to learn how to say that they have plans Then I ask them to read the text, and then I
present the forms of 'to be' and going to' on the blackboard I ask them to copy this into their
exercise books. I do it differently from how it is presented in the textbook. I just write I. you.
he, she. it. we, you. and they.
Int. Any specific reasons why?
Alma It is much more efficient if it is always in the same order It is easiest with possessive
pronouns, etc I write the grid on the blackboard and the students copy this in their exercise
books. When students write down something, they can remember it better. This is not the case
for everybody, but, still, they have something in their exercise books, something to go back to
if necessary
Int (Reads her lesson plan), "Ask students in turn what they are going to do after school'" Why?
Alma Ask them in English. Sometimes I translate the questions into Dutch when I see their faces go
blank. I ask several students. "What are you going to do?" at random.
Int Then you write "Explain 4A and 4B" What do you mean by that?
Alma They should know what is expected of them Sometimes I ask students to explain the exercises
themselves. When it is complicated, I explain it myself
Int. Why did you decide to do the activities in this order'
Alma Just to work with the whole class for a few minutes To know if they have any problems
with 'to be going to' and to do something about it If they start doing the exercises
without understanding them, they may make lots of mistakes. Then I can only correct them
afterwards.
(Continues]
This transcript demonstrates that the interviewer followed Alma's written
plan. He linked his questions to what she had written down. His questions
were aimed at getting a clearer view of how Alma intended to carry out
her plans and what her underlying reasons were for her decisions. Alma
provided reasons why she told the students about the content of the lesson
in advance. She also explained why it was particularly important to activate
prior knowledge. She added an extra activity after she asked the students to
copy the grid into their exercise books, and explained what her reasons were
fordoing so. She showed an awareness in her written lesson plan of the fact
that students need to practice 'going to' in more context-rich situations.
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SIMULATION 2
EVALUATING THE RESULTS OF A WRITING ASSIGNMENT AND PLANNING FEEDBACK
Alma evaluated four student letters and provided feedback. In dealing with
this task, Alma had to come to grips with the various ways in which the
students carried out the assignment. In order to make an adequate analysis
of the four letters, her command of EFL needed to be good enough to
recognize the students' mistakes and to get a view of how the students had
performed on this assignment. She needed to make decisions on what to
do about the mistakes. For instance, was she going to underline mistakes,
correct them, or indicate in other ways that the students had made mistakes?
All mistakes or only some mistakes? Was she going to focus primarily on
what had been discussed in the preceding lesson, that is, the form, the lay-
out of a letter, and how paragraphs are connected through linking words?
Was she going to set some priorities for herself and/or for her students in
dealing with these letters? Furthermore, Alma had to make decisions about
the feedback she was going to give and how. Should she direct feedback only
at the mistakes students made or also at what they had done well? Should
she write some comments on the students' letters? Should she make any
distinctions between what she would say to the whole class and what she
would say to individual students? Finally, Alma had to make decisions about
how to return these letters and what to do with them. Would she ask students
to revise their letters or parts of their letters? What help would she offer?
Her decisions depended on her knowledge of and her experience with the
teaching of writing. During the individual preparation. Alma examined the
four letters and wrote down how she would deal with these letters (Box 4.3).
Box 4.3 Alma's notes on the student letters
First. I read through the instructions and all the materials that the students had got about writing the
letter. Then, I looked at the letters. I noticed that I only looked at the grammar, while, beforehand. I had
written down a number of points I wanted to give attention to:
Style, date, salutation, paragraphes
Grammar
Is all information present?
Because students could learn the form of the letter by heart, very few mistakes were made in this.
Three of the four students made mistakes in writing the date. Some had not read the instructions, like
the part about breaking into the house in one paragraph One student used three paragraphs for this. I
picked out the mistakes that were made most often. These were
Use of the past simple/present perfect |+ irregular verbs]
Use of the word 'there'
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Word order
Dutchisms in sentences and words (names of cities)
My feedback consists of telling each student the mistakes that he or she makes {perhaps on separate
pieces of paper), but I also try to indicate what they had done well.
The lesson preceding the new assignment I work on the most frequent mistakes. I do this using
examples from some of the letters. I write them on the blackboard and ask students what the mistake
is. If necessary. I explain some things myself. In this case. I need to briefly repeat the rules for English
word order and the difference between past simple and present perfect (the examples from the letters
were 1. Last week someone has broken in, 2. Fortunately have the police found, 3.1 must very long safe
my money.). It is important to pick sentences in which there is no more than one mistake. Otherwise,
this creates confusion
After discussing these sentences. I return the letters to the students and ask them to examine their
mistakes. I am not sure whether I will ask them to correct their mistakes Most students hate to do this,
although I think that now and then this is useful. They got feedback from me and I instruct them to try
not to make the same mistakes in the new letters.
Feedback for these four letters:
1 Caroline, read the instructions carefully (numbers of words, style, connect paragraphs). Pay attention
to Dutchisms. Content and grammar are good.
2. Yona pay attention to word order; interrogative and negative sentences with to do; content is
adequate (all the information is there).
3. Ernst: word order, verbal forms, spelling Nice story
4. Joost Dutchisms, whole sentences, division into paragraphs is good General remark: It appears that
positive feedback is very difficult, especially when the letters are full of mistakes.
While she corrected the students' letters. Alma was aware of the fact that
she focused all her attention on the grammatical mistakes even though she
had written she wanted to pay attention to what had been discussed in the
previous lesson (lay-out, form, and paragraphs). In the individual feedback
to the students, she referred to some of the points that were raised in the
previous lesson (see her remarks about Caroline's and Joost's letters). She
also mentioned that it was sometimes difficult to give positive feedback.
In the feedback to the whole class, she made a list of the most frequent
grammatical mistakes, so it seemed she had set herself some priorities. She
used examples from the letters of the students themselves to illustrate these
grammatical topics. She showed awareness of the importance of picking
clear examples from student letters so as not to confuse them. From her
notes, it was not clear how she would return the letters to the students. In
the oral interview, she explained more clearly her decisions in this regard.
T
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Below is the last part of the interview. We have left out the first part of the
interview, which related to her diagnosis and the formulation of feedback
to the students. In this part of the interview, she explained how she would
return the letters to students and how she would act on the basis of this first
exercise in writing letters.
Box 4.4 Interview with Alma a bout the student letters
(...I
Int. What will you say when you return these letters to your students'
Alma I will not return these tetters immediately I will say something general, like that they
exceeded my expectations for their first letter I will say something, like "Well done" and
emphasize the importance of training I will give comments to help them with the next letter
Tell them I have given them no marks, because it was an exercise
Int. Why?
Alma Because marks can demotivate students. Imagine that someone has got a 4 because of
grammatical mistakes. Then they are under a lot of pressure for the next letter. They will
feel that it is less important to improve on grammatical mistakes than to get a higher mark
Hopefully they know what they have done wrong. Otherwise, there is no point in giving
feedback
Int. In the beginning, tell them something positive?
Alma Yes, everybody makes mistakes It is important not to make it too emotionally charged I will
put examples of sentences from the letters on the blackboard and ask the students whether
they know why something is wrong and explain a few things, or ask them to look it up in a
book.
Int On the blackboard? How are you going to do that?
Alma I'll write sentences on the blackboard and tell them beforehand that there are mistakes in
them. I'll ask somebody what is wrong and ask them to correct the mistakes and to say why
they are wrong First. I'll ask students what is wrong Let them try first
Int Can they do that?
Alma With some sentences, yes It is important not to start with the most difficult sentences. Build
it up a little. "Last week someone has broken into the house" is an excellent sentence to start
with This sentence can also be used with second-graders
Int. (Reads from the notes) "After discussing these sentences, . ask them to examine their
mistakes". How are you going to do this?
Alma I don't know how. Perhaps in pairs. I'll let them look at the letters individually first, 'do I
understand what is wrong' and then ask their neighbors.
Int. Why in pairs?
Alma Otherwise, I have to come up with the answers. I am not unwilling to give the answer but
it would be better if they heard it from their neighbors Students usually sit next to someone
they like. I would not like it if my neighbor had made hardly any mistakes Groups of four are
too big, they create confusion In pairs, it is clearer
Int. So you choose pairs Examine and correct
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Alma I am still in doubt.
Int. Why?
Alma They have to do the exercise again. I hated to do this myself. I was always happy to finish
the letter in the first place This is a feeling I have, but repeating the exercise can be useful,
too The only thing is that some students only have to revise a few things and others have to
rewrite a whole page. It is dernotivating for students
Int. So you will not do this. What then?
Alma Ask them to keep the letter and compare the next letter with it. Have I made fewer mistakes
now?
Int. To compare their next letter with this one?
Alma Yes. to see if they are doing better Or if they are still makmg the same mistakes. They have
to get something out of it
Int Can students compare one piece of work with another? Can they understand what they have
done wrong?
Alma No, not always
Int. Do they have the skills to do this?
Alma I hope they have a grammar book to look up useful information All this grammar has been
dealt with before. It is not new.
Int What is your goal in the discussion afterwards'
Alma That students will realize that next time they can do better
Int When you think of learning to write, what are your leading principles?
Alma That students do not have the idea that everything is wrong. That is awful. It is very important
that they have written a letter now, and next time it will be better since this first time is quite
reasonable already.
(Continues]
From her notes in Box 4.3 and the interview in Box 4.4, it became clear that
Alma could not really decide whether she would ask students to revise their
letters or to keep them and compare them with their next letters. Students'
motivation seemed important to her. She was hesitant to ask students to
correct their letters because, as a student, she had hated to do this herself.
Her aims for the discussion of the letters focused on giving the students
encouragement and letting them know that they were doing quite well. This
also became apparent from what she wrote at the end of Box 4.3. She
commented on the fact that she would like to write something positive
under each letter, but she found this difficult in some cases, because the
students had made too many mistakes. Her way of dealing with the letters
was to have a whole class discussion about a number of sentences with
grammatical mistakes selected from the letters. Her assumption seemed to
be that correcting these sentences and keeping their letters would be enough
for students to avoid these particular mistakes in the future. When asked, at
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the end of the interview, about her leading principles with regard to learning
to write, she reverted again to the importance of encouraging students not
to lose heart. She seemed uncertain about what this involved in practical
terms.
SIMULATIONS
SELECTING, CRITIQUING AND ADAPTING MATERIALS FOR A SERIES OF SPEAKING ACTIVITIES
This simulation consisted of three different activities. Each activity built
on the previous one. In the first activity, Alma judged eleven speaking
assignments on their suitability to prepare students for an end-of-course
test. In the second activity, she worked with another candidate. They
exchanged opinions about the assignments and tried to establish a
sequence of assignments that would prepare students adequately. In the
third activity, Alma was asked what principles led her to select certain
exercises and choose a certain sequence. In this simulation. Alma worked
with someone she knew quite well: they had done their teacher training
in the same year. In examining the assignments. Alma had to make
complicated judgments. She had to be able to analyze the end-of-course
test in terms of what it would require of the students. In the light of these
requirements, the assignments needed to be evaluated. Apart from this,
she had to consider whether the assignments would elicit communication,
would be interesting to students, and were of an appropriate level of
difficulty. In working with her colleague, she had to communicate effectively
and be able to argue her views convincingly. Box 4.5 presents AI ma's written
evaluations of the assignments and her indications of their suitability for
the stated purpose.
Box 4.5 Alma's evaluations of speaking assignments
Assignment Description and evaluation Suitability?
1. This assignment is very much standard, a bit boring, but perhaps OK to start with. +
2. Very ambiguous, too open for students.
3. Again, a telephone conversation, a good assignment to start with, not very exciting. ±
4. This is an assignment that will certainly speak to students. A good way to motivate ++
students, but the other assignments will certainly be disappointing in comparison.
5. A good assignment to practice for and against. Very black and white, but for that +
reason OK for the beginning. I do not think dividing the class in two is a good idea.
Better to divide it into small groups.
6. Describing words and phrases is useful. Students learn to describe. +
This is a skill that comes in handy.
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7 Interview questions. Very standard. Some of these questions are being
used in the first grade
8. A good idea for students who do not know each other's situations Yes, if
However, the situations are not geared to students' everyday lives. adapted
9. Not an easy assignment, but motivating. Roles should be well distributed. +
10. Does not appeal to students.
11. UFO's make a welcome change Again, very black and white. +
General Assignments for which roles have to be distributed are important because that is how the
comment: students will be tested at the end of the course Structure in order of difficulty and group
size, in pairs, small groups, and bigger groups.
Alma underpinned her judgments with reasons, sometimes quite elaborately,
at other times without much explanation (compare Assignments 5 and
10 in Box 4.5). The first part of the simulation demonstrated that making
judgments about these materials requires specific and quite complex
teaching knowledge. Her general comment at the end of Box 4.5 reveals some
of her criteria in judging the assignments. Alma discussed the assignments
with her colleague. They considered the suitability of the assignments
and determined a sequence that, in their view, would prepare students
adequately for the end-of-course test. A part of the discussion between Alma
and her colleague is presented in Box 4.6
Box 4.6 Alma discussing speaking assignments with a colleague
Alma OK, what shall we do? First, look through the assignments?
M. That seems sensible
Alma OK, Assignment 1, telephone conversation. What do you think?
M. Assignment No 1,1 threw this one out I wrote (reads from notes) "This assignment could be
the first assignment, if it was not so much a B-assignment. Too controlled".
Alma OK, (reads from notes) "Too standard, a bit boring, no input from students, but perhaps OK to
start with". Shall I make notes?
M. OK. Perhaps, it is best to use it at the beginning.
Alma (Summarizes and writes) Assignment 1, too standard, no input, translation assignment.
M. Yes, you can't go anywhere with this exercise.
Alma Perhaps it should be used at the beginning
M. Yes, I agree. Assignment 2.1 like this one (reads) "A lot of structure, rather fixed, but contents
open. Room for personal input".
Alma No 2? I think it is an ambiguous assignment.
M. Why?
Alma Well, (reads instruction)."Tell your partner a problem". Now you have to come up with
something. They find that difficult. In addition, I don't understand this: "Say something you are
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certain of. You are doubtful. Now you are doubtful too" ! thought this was person A and that
was person B.
M. Yes, that is right. Now, (explains the exercise by doing the exercise with Alma! "I say this
assignment must be included"
Alma (Plays the game with her| "Now, I do not know. I am not quite sure"
M. "I tell you, this assignment is so nicely structured, look at all the little squares".
Alma (Smiles and plays the game) "Now, you say this I have my doubts" (Resumes discussion] OK,
maybe you are right, but there are too few instructions
M. I admit the assignment is a bit vague. But it is very free, very open but also structured.
Students come back to where they started.
Alma (Smilesl Do you think we have reached consensus'
M. Yes, very good.
(Continues)
In this part of the simulation, a dialogue developed on the basis of their
evaluations of the materials. At first, they discussed how they would tackle
the task. Alma took the lead and suggested going through the assignments
one by one. She also offered to write down their decisions and reasons.
It is clear from their dialogue that Alma and her colleague had different
viewpoints with respect to Assignment 2. Alma rejected this assignment,
because she did not quite understand it and thought it ambiguous. Her
colleague, however, thought it was a useful assignment. She convinced
Alma by acting out the exercise with Alma. Consequently, Alma changed
her mind. In discussing the assignments, Alma and her colleague made
their thinking explicit and explained and justified their views. In the last part
of the simulation. Alma was interviewed individually. She was required to
stand back a little and explain what principles led to their decisions (Box
4.7). We present the whole interview apart from the very beginning and the
very end.
Box 4.7 Interview about Alma's choice of speaking assignments
(...I
Int. I have two questions. What were your and M's main reasons for selecting the assignments?
Secondly, what were your arguments or reasons for choosing a certain sequence of
assignments'
Alma I examined all the assignments. I made notes about each assignment and asked myself what
it was about. Would students like this topic? Would it appeal to students? Should they work
in pairs or groups?
Int Can you give an example of what appeals to students?
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Alma No 4, the love test, that is great That is great fun.
Int. Why?
Alma It is a subject that occupies them. Assignment 7 is boring, that interview. All sorts of questions
about your brother and sisters, about your home and your hobbies. They have done that sort
of thing so often There is no information gap They know each other. Students who sit next to
each other know all this already It is much too long, too.
Int. You said something about groups?
Alma How the lesson is organized. A telephone conversation is typically in pairs Assignment 9 is for
bigger groups. The class can be divided in three groups. For an average student, this is quite
difficult, because they have to come to a judgment and give their opinion about something.
Students quickly fall by the wayside. They are snowed under, also because of the topic The
assignment can be organized in such a way that the students work in pairs first, within the
bigger group of eight.
Int. Any other things you focused on'
Alma I kept the test in the back of my mind. I compared the assignments with the test, because I
have to prepare the students for that I chose the assignments which looked most like the test.
Another criterion was difficulty. Assignments should not differ too much in difficulty. I could
not give all the easy assignments first and then all the difficult ones
Int Anything else?
Alma Whether an assignment is open or closed is important. In other words, is everything laid down
beforehand or can students have some input themselves. Is a role completely filled in or is the
person characterized in broad lines so that the students can fill in the details.
Int. My second question is what were your leading principles in making decisions about a
sequence of assignments?
Alma We were working towards the test It was important that the assignments should be similar
to the test, in difficulty, and with respect to the skills needed In the beginning, this was
not so important. Other assignments were also possible, like learning to give an opinion
and describing phrases and words. That is important. Those relate to component skills, like
compensation strategies. Such assignments are necessary but they do not resemble the test.
In addition, students need to learn to work in groups, because a bigger group makes high
demands on students People in a big group often do not dare to take risks. They are shy and
afraid to say anything The test is quite difficult in this respect. Anyway, it is important to start
with something students like and which is new for them. It should not be boring; otherwise,
they think speaking is boring. However, if part of an assignment does not appeal to students,
adaptations can be made to make it more interesting. For instance, the Courtroom You make
a game of it. My principles are degree of difficulty, group size, does it prepare students for the
test, is the assignment motivating, and is it open or closed. Later, assignments should demand
more input from students themselves
Int. You mentioned that you would adapt assignments'
Alma For instance the kind of assignment may be OK but the topic might not be interesting, like
Assignment 8. The situation can be changed to one that appeals to students. The instruction
can also be adjusted, for instance, with Assignment 2, the assignment with the squares. It
does not belong anywhere and it is quite difficult to use it just like that. You have to think of
an instruction.
r
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Int. Any other adjustments'
Alma Yes, how the assignments should be organized How students work together can be changed:
in pairs, in small groups, or in bigger groups It depends on when the assignment will be used
For instance an extra step can be added in the Courtroom assignment so that they first work
in pairs and then, later, in groups of eight.
(Continues)
The interviewer tried to establish whether Alma could give reasons for their
joint choice for certain assignments and the sequence of the assignments.
The transcript demonstrated that she and her colleague, M., considered
the pros and cons of the assignments against different criteria. She also
demonstrated an awareness that assignments might be suitable in some
respects, but not in others, and would need to be adjusted to the particular
situation.
THE PORTFOLIO
The contents of Alma's portfolio are presented in Box 4.8. This gives an
impression of the topics she selected and the type and amount of evidence
that is included. Alma followed the specification of the contents provided
by the portfolio guidelines (Section 3.3.3). In the section about her beliefs
on teaching and learning, she states that teachers can help students
learn by creating a good learning environment, and by using motivating
teaching materials and clearly formulated goals. She considers her greatest
challenge to be to try to make learning a worthwhile challenge for all
students. She herself likes to learn and she thinks it is important to continue
learning. She is not only interested in teaching students to speak English
or about Shakespeare, but also in how they can learn to collaborate and
to formulate their opinions, etc. She thinks that the English language is
important because of its practical value and because it fits easily into the
students' environment. She has chosen these five themes because she
hopes they will provide her with a better insight into how she functions.
The titles of the five themes are Alma's own titles, but, for the sake of the
reader, we have clarified the contents of her portfolio by explaining what
the evidence implied.
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Box 4.8 Alma' s portfolio
1. Information about the school
2. Beliefs about teaching and learning
3. Introduction to the five themes
4 Reflections and conclusions per theme
5. General conclusions
Theme 1 : What motivates my fourth grade pre-university students? ISubdomam IA)
-Evidence 1: Sheets of a lecture held in Alma's school about the well-being of adolescents in the
Netherlands.
-Evidence 2: Student questionnaire with five questions drawn up by Alma with a summary of the answer
students most frequently gave.
Theme 2: Conducting and marking oral examinations of students in their final year of senior general
education (Subdomam IE)
-Evidence 1: Tape of the oral examinations of two students, held by Alma and the teacher she had
replaced.
-Evidence 2: Written records of the oral examinations held by Alma and her colleague, and the marks
they gave students
-Evidence 3: Column in a daily newspaper describing the atmosphere during oral examinations
Theme 3: Reading books on the reading list with fifth grade pre-university students ISubdomam IIG)
-Evidence 1 : Reading list composed by the English department in Alma's school.
-Evidence 2: Test made by colleagues in Alma's school to assess whether students have read and
understood a book.
-Evidence 3: Reading assignment composed by Alma to assess the students' perceptions of a book they
have read
-Evidence 4: Work of two students on this assignment.
Theme 4 My role as the class tutor of fifth grade pre-university students (Subdomain HIC)
-Evidence 1 : An account written by Alma of two conversations with students about their study results.
-Evidence 2: A letter written by the Deputy head in which he gives an account of Alma's functioning as
a class tutor.
-Evidence 3: At Alma's request, her students wrote down their expectations of her as a class tutor: four
students' expectations.
Theme 5: Evaluations of my second grade students (Subdomain IIIA)
-Evidence 1 : Alma's lesson plan.
-Evidence 2: Video of Alma's lesson.
-Evidence 3: Student questionnaire used in Alma's school to evaluate new teachers.
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The contents of Alma's portfolio show that the themes relate to the
three Domains and cover five subdomains (see Appendix), with only
one theme that relates to Domain II. The five themes illustrate different
aspects of her teaching practice in the lower, upper, and final grades. One
of her themes describes her duties as a class tutor, which are usually
performed by more experienced teachers. In the general conclusion, she
reflects on her strengths and weaknesses. She remarks that many of
her actions in the classroom were performed without properly reflecting
on the whys and the hows. Preparing lessons and getting to know the
school required most of her time and energy. She also mentions other
weak points, like lesson organization, by which she means not spending
enough time on things like the discussion of homework or tests students
have made. Her social skills are one of her strengths, according to herself.
She feels very interested in her students and is always willing to help
them. Another positive point is her enthusiasm for her subject, English.
According to her fifth year students (Theme 3 in Box 4.8), literature could
not have treated in a better way.
The evidence that supports her reflections can be grouped in the following
categories:
Evidence that directly relates to Alma's performance: the tape of oral
examinations; the video of one of Alma's lessons; her lesson plan; the
reading assignment; written records of the oral examination; and Alma's
account of two conversations she had with students about their study
results.
Evidence originating from others and pertaining to Alma's performance:
the work of two students on the reading assignment set by Alma; four
students' expectations about the role of the class tutor; the results of
two questionnaires with student comments on Alma's teaching; and an
account of Alma's functioning as the class tutor by the deputy head.
Evidence provided by others referring to the contexts in which Alma
worked: a reading list and a reading test constructed by Alma's colleagues
in the English Department; a copy of a lecture held in Alma's school
about the well-being of adolescents; and a column in a daily newspaper
describing the atmosphere during final oral examinations.
The evidence in Alma's portfolio provides us with a picture of what Alma
actually did, what her students did, and what others (her students and
the deputy head) thought about her. In addition, the evidence gives us an
impression of the context in which Alma operated.
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The contents of the portfolio illustrate Alma's personal concerns, which
are apparent from her choice of themes. Theme 1 describes one of her
less successful experiences. Her relationship with this class is variable and
the students keep their distance. She tried to find out what interested the
students in this class, but this did not really improve the situation. In her
conclusion, she notes that she did not invest enough energy in this class.
Theme 4 relates to her experiences as class tutor. It demonstrates her efforts
to get to know the students in this class and fulfill her role in a responsible
way. In her conclusion, she notes that the role of class tutor entails a
great many things she had not been aware of before. The portfolio also
illustrates how Alma functioned in an existing culture and that her personal
views on good teaching did not necessarily coincide with those of other
teachers around her. This is evident from Themes 2 and 3. Theme 2 describes
her experience of holding final oral examinations. She conducted these
examinations together with the teacher she replaced. She became aware
that there were no explicit criteria by which to judge the students and that
the marks students received were influenced by a great many factors that
had little to do with the students' actual performances. In her reflections,
she made a number of suggestions on how she would deal with an oral
examination if she was faced with a similar situation. Theme 2 also illustrates
that it is essential to include both actions and cognitions in the assessment of
teachers. If we had only listened to the tape in which she conducted the oral
examination (Theme 2, Evidence 1) and had only examined the combined
notes of Alma and the colleague that she replaced (Theme 2, Evidence
2), we would not have understood the meaning of these actions. Only in
combination with Alma's explanations and reflections can we interpret the
situation. In Theme 3, she describes how she tried to assess her students'
reading of the books on the 'list' in a different way from that of her
colleagues in the English Department. Theme 5 is described in detail below.
The portfolio as a whole demonstrates that limiting teaching to performance
in the classroom leaves out much evidence about a teacher's work.
Theme 5 is presented in Box 4.9 and shows Alma's reflections on her
relationship with her second grade pre-university students. It is accompanied
by three pieces of evidence: a lesson plan, a video recording, and the
outcomes of a student questionnaire. The questionnaire was developed by
the school and used by the school management with all beginning teachers.
Topics in the questionnaire relate to the classroom climate, the relationship
between the teacher and the students, teaching style, homework and testing,
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classroom management, and personal qualities. In her reflections, she refers
to the evidence that accompanied this topic between the brackets.
Box 4.9 Alma's portfolio Theme 5
Evaluations of my second grade students
The reason why I selected this theme was that I had no clear conception of what the students in this
grade thought about me. The class consists of 30 students. 21 girls and 9 boys A real girls' class. This
was very noticeable now and then. I had two periods a week with them. For that reason it was quite
difficult to get to know them. Yet I think I was more successful in this class than in others. The lessons
generally proceeded as I had planned (Evidence 1: lesson plan] Only the instructional conversations did
not go smoothly (Evidence 2: video]. In my opinion, many students were afraid to say something funny,
fearing that they might lose face before the others There was quite a competitive atmosphere in this
class. For instance, a list went round on which students themselves could indicate whether they would
stay in this stream next year Apart from this competitive atmosphere, there was also a lot of tension
between some of the girls and the boys. They often scolded and jeered at one another. I always made
clear that I did not appreciate this behavior, but it seemed I found it more difficult to bear than they did
In my opinion, the atmosphere during my lessons was generally good, in spite of these negative aspects I
was curious to know whether the students thought so, too. In order to learn more about this, I had this lesson
recorded, so I could observe the lesson from a different angle. As well as this, students filled in a questionnaire
that is often used in this school with beginning teachers It gives information about the teachers from the point
of view of the students It serves as a starting point in a performance interview (Evidence 3. questionnaire].
When I examined the video, there were a number of things that struck me. In the first place, the students
said very little during the instructional conversation, something that I mentioned before This was especially
the case when they had to speak English When I ask my questions in Dutch and they can answer in Dutch,
it is much better. I think this is a result of the atmosphere in the class. I do not think it is because I give
students the idea they are not doing well. I give a lot of compliments and I approach mistakes as positively as
possible, although some students interpret this as sweet talk. This became apparent from the video (Evidence
2: 30'22"-32'| and from the questionnaire and the results of the questionnaire (Evidence 3) Nevertheless,
most students answered the questions about the teacher's attitude towards students with " She shows no
preference for specific students and she dislikes no one" (Evidence 3: questionnaire].
Another thing that struck me was that I heard and saw much of what goes on in the classroom I am pleased
about that because it means that I can react quickly to what happens and students know this too. This is
also evident from the fact that I had guessed which students would show the most reaction towards the
camera. A third aspect that struck me was that I spent a long time on grammar, more than 15 minutes and,
nevertheless, the students stayed attentive. At the moment, I am teaching junior general secondary students.
With them, I cannot possibly do the same From this, the difference between pre-university secondary
students and junior general secondary students becomes clear. The disadvantage is that I am inclined to
continue giving whole-class instruction. The students themselves are not very active during the lesson. The
only thing they did in this lesson was make sentences with the different forms of the present perfect and
the assignments. I do try to work more in the spirit of the Basic Education curriculum. But often, those
plans go down the drain. This also emerged from the questionnaire, where students indicated that they ...
'Sometimes work independently or cooperatively' (Evidence 3: questionnaire). So that is not very convincing.
I was aware of this, but it is useful to hear it from the students.
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In examining the results from the questionnaire. I noticed that the conclusions agreed for the most part
with my own ideas beforehand. For me, a positive point was the fact that students find me very patient
on the whole. During my leaching practice, I was told that I was very impatient. I find it positive news
that this is no longer the case
What I like very much is that students take the view that I teach with great enthusiasm I myself always
felt this to be the case, but I was not quite sure whether it came across like that. This turned out to be the
case. Two of my weaker points, according the students were that I hardly ever check on homework and
that it is easy to copy. I had become very much aware of this and now, I have my desk on a platform, I think
copying has become less easy. That I never checked on homework had never occurred to me. Now I know
this and, since I teach junior general secondary students, I emphasize this much more I have noticed that
this has a positive effect on the student results and also on their behavior during the lesson.
All in all, my ideas about how I function in this form and how I teach correspond with what students
say about this I think it is a pleasant idea because it proves that I have good sense of my strong and
my weak points. I would like to add that teaching pre-university secondary students is quite different
from teaching junior general secondary students. Now, I notice weak points that were never noticeable
in my former school. I have to be much stricter and this requires much effort
This entry in combination with the lesson plan and the videotape provided
assessors with a picture of Alma's actual performance in this particular lesson.
In addition, we had students' evaluations that related to her performance
over a longer period of time, and Alma's own reflections on her performance
in that particular lesson and in view of what students say.
THE WRITTEN TEST
Alma's score on the written test was 33 correct out of 40 questions.
In conclusion, the evidence relating to Alma's practice is varied and was
collected using three quite different instruments. The evidence pertains to
Alma's knowledge and understanding of teaching, her actual performance on
the job, and her explanations and reasonings about her performance. The
evidence about her practice is collected in the actual context in which she
functioned and in the more standardized context of the assessment center.
The evidence relates to diverse aspects of her teaching in terms of age of
students, content, and roles.
4.4. ASSESSORS' JUDGMENTS OF ALMA
In this section, we describe how Alma's written and oral responses were
evaluated. We focus on the process and the outcomes of the judgment
160 CHAPTER FOUR
process. In order to give a view of the process, we illustrate the different
steps using examples taken from the assessors' notes. Much attention is
given to the scoring procedure that was developed for the simulations.
With respect to the outcomes of the assessment, we present the assessors'
individual and combined judgments of all three simulations in full. With
respect to the portfolio, we present the assessor's judgments with regard to
Theme 5 (see Box 4.9) and their judgments of the portfolio as a whole.
The illustrations of the judgment process of the simulations were taken
from the simulations, each showing a different aspect. An example taken
from Simulation 1 illustrates assessor A's records of Alma's responses, her
interpretations, and her judgment and that of her co-assessor, and their
combined final judgment. An example taken from Simulation 2 demonstrates
how Assessor C and D discussed their judgments and formulated a combined
judgment. An example taken from Simulation 3 compares the combined
judgment of Assessors B and C in relation to the rubric description.
Five assessors were involved in judging Alma's responses; the author was
one of them. We indicate the different assessors involved in judging Alma by
the first five letters of the alphabet.
SIMULATION 1
PLANNING A LESSON
As indicated in Section 4.2, the assessors recorded the candidates' verbal
responses, classified them with the criteria, interpreted these notes, and
wrote an evaluative summary. In Box 4.10, we present a part of Assessor A's
notes. In the left hand column, Assessor A's records with respect to Criterion
1 (plans purposeful activities in teaching the grammatical structure) are
presented and, in the right hand column, her interpretations are presented.
On the basis of their interpretations, the assessors write an evaluative
summary and attribute a score.
Box 4.10 Excerpts from Assessor A's records and interpretations of Alma's responses:
Planning a lesson
Records Interpretations
Alma refers to previous lesson. Questions about Connection to previous lesson is good This is
telephone conversation. A presents overview of certainly the case with her alternative plan to
content of lesson: what is going to happen in this present the grammatical structure. She focuses
lesson. Objective of first part how do you say the student's attention on what is coming, what
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you have plans Is an important objective, you
often talk about your plans Standard questions
Sequence of activities: what are we going to do
in Text H; students read text; A puts diagram on
blackboard Students copy this in exercise book
Careful in using 'terms' like 'infinitive'- Whole
class: students make their own sentences using
diagram Find out what is difficult, where there
are problems. Exercises 4A en 4B Together with
A students find out and explain aims of 4A. 4B
Students do 4A. 4B individually. Correct exercises
in whole class. 4B on the blackboard Alternative:
asks students about how you say you have plans,
create diagram with students. Some time for
questions Skip 4C It is confusing Check by
correcting 4A, 4B Too few exercises with 'going
to' Therefore, later in lesson, combination of the
clock and 'to be going to' 'in pairs
are they going to do in the whole lesson, and on
the objective for 'to be going to'. The sequence
of activities that she plans is coherent. Copying
the diagram may help students to remember
better A chooses to first ask students to make
free sentences instead of first going from guided
exercises to exercises that are more open. Her
objective is that students can say that they are
going to do something, but she is aware that this
is not attainable in one lesson. Extra exercise
offers the students the opportunity to practice
in a free, context rich situation She checks her
objectives using 4A and B, and an additional
exercise and in next lesson.
In Box 4.11, Assessors A' s and B's evaluative summaries are presented.
The assessors based their judgments on Alma's lesson plan (Box 4.1) and
her explanations and justifications (Box 4.2). The assessors' interpretations
depend on their expertise, on their familiarity with the simulation and
also on their experience, through training, with selecting evidence for the
criteria. The assessors base their interpretative summaries on these notes
and interpretations. In discussing their final judgment with their co-assessor,
they can consult these notes, if necessary.
In Box 4.11, we present Assessors A's and B's judgments and their
combined judgment of Alma's responses. The first part of Assessor A's
judgment is based on the notes in Box 4.10.
Box 4.11 Assessors' judgment of Alma's responses: Planning a lesson
Assessor A
Alma activated prior knowledge with respect to the content of the story by asking questions about
Roger. She focused the students' attention on what they were going to learn by telling them what they
were going to do in this lesson Her objectives for the lesson were explicit During the lesson, she
checked them to some extent. She was aware that the students would need to practice 'to be going
to' in future lessons and in suitable contexts. She indicated alternative ways in which to present the
grammatical structure. She justified her decisions well.
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She built up the listening activity reasonably well, but less convincingly- This was partly because she
did not like the exercise. She made no use of the possibilities the activity offers to introduce some
Landeskunde
She anticipated some difficulties for students, like exercise 4A, 4B, 4C,and the listening exercise. She
decided to skip 4C (too difficult) and made sure students understood beforehand what they had to do.
She took account of student motivation by exploiting the story She did not take account of differences
between students in any systematic way.
4.0 (=more than adequate]
Assessor B
Alma started her lesson with Roger's story She took care to activate prior knowledge with respect
to 'to be going to' and the story line both at the start of the lesson and later when introducing the
listening activity. She set clear but modest objectives that were attainable in this lesson. The sequence
of activities was convincing. She built up the listening activity quite well, but did not pay attention
to differences between Australian and British English. She checked her objectives during the lesson.
Alma justified her decisions well.
She was well aware of certain problems with content and she anticipated on these in her planning.
Alma has a keen eye for keeping students involved during the lesson. This is less so with respect to
the differences between students, for instance, differences in pace and the need for challenge She
offered weaker students structure through her whole class explanations
4.0 (=more than adequate!
Joint judgment Assessors A and B
Alma activated students' prior knowledge both with respect to the story and the grammatical structure
She set clear but modest aims for the lesson, which were attainable in this lesson. She organized
learning activities with respect to 'to be going to' in a convincing way. She built in moments in which
she checked students' understanding. The listening activity was built up in a less convincing way.
She justified her choices well. She was well aware of the difficulties with respect to content and
anticipated on this. She has a keen eye for the involvement of students and took account of this in her
planning. She showed less awareness of differences between students, but she offered structure to
weaker students through her whole class explanations.
4.0 (=more than adequate)
The assessors' judgments refer to the criteria by which the simulation was
judged. When we compare the summaries of Assessor A and Assessor B,
they differ in their appreciation of how the listening activity was planned.
Assessor B is more positive, but they both mention that Alma did not pay
any attention to the Australian element in the activity. In their combined
judgment, it seems that Assessor A has convinced Assessor B of her views
with respect to the listening activity.
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SIMULATION 2
EVALUATING THE RESULTS OF A WRITING ASSIGNMENT AND PLANNING FEEDBACK
In this simulation, the assessors based their judgments on the corrected
student letters, Alma's notes (Box 4.3), and her explanations and justifications
(Box 4.4). In Box 4.12, we present the assessors' individual judgments of
Alma's performance. In Box 4.13, we present a part of their discussion about
their individual judgments. In Box 4.14, we present their joint judgment.
Box 4.12 Assessors' judgments of Alma's responses: Evaluation of student letters
Assessor C
Alma underlined, encircled, but did nol correct How she intended to return the letter to students was
not quite clear. She categorized mistakes. She put considerable emphasis on grammatical mistakes.
She mentioned paragraphs and linking phrases now and then. The connection with what went on
before was not very good. It is striking that she judged J's letter as the least good and not Y's letter.
Alma gave both individual and whole class positive feedback.
She discussed model sentences in respect of three grammatical topics in class. She found it important
that students correct their own letters but was in doubt as to whether they should do so at this point.
It was not quite clear what students should learn from this letter. She saw this letter as the first step
in a process towards a goal.
Score 3.0 (= adequate)
Assessor D
Alma evaluated the letters somewhat systematically. She had a reasonable impression of how the
students carried out the assignment. She attached much importance to grammar, although she realized
this was not the only important thing.
Alma mentioned the importance of feedback, but her feedback was mostly whole class. She found
motivating students very important.
She made some use of different instructional formats. The new assignment is connected to some
extent to the first letter but she did not indicate how the students could leam from this letter.
Score 3.0 (= adequate!
The summary of Assessor C contains more detail. Their individual judgments
formed the point of departure in discussing their combined judgment before
attributing a final score. We présenta part of their discussion. They discussed
whether or not Alma provided constructive feedback to students. This
was one of the issues on which they disagreed. The assessors read their
summaries bit by bit and discussed each point. They formulated the first
part of their joint summary. In what follows, they discuss whether Alma gave
constructive feedback.
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Box 4.13 Discussion between Assessors C and D about the final judgment of Alma's
responses in respect of evaluation of student letters
Assessor C She gave both individual and class feedback.
Assessor D I don't agree with you there. She gave positive feedback to the class, but very little
individual feedback.
Assessor C But she would put something on the individual letters.
Assessor D When I asked her, she did not come up with anything very specific She formulated it all in
very general terms, like "well done", etc However, I think she only thought of this when
I asked her.
Assessor C Yes, but she would put something on the letters, I am sure of that Let's have a look at
the evidence.
(They both examine their notes and Alma's letters and notes).
Assessor C Listen to this (reads aloud] "Caroline. Be careful you read the instructions well." That is
what she would put on the letter.
Assessor D OK, she said "Caroline, she is not afraid to write, she knows what she wants to say..."
Assessor C Yes, but that is what she said about the letter
Assessor D (Still studying her papers She reads aloud): "Read the instructions carefully Content
and grammar good." And here: "Ernst, nice story." I find that very general, it is not very
informative to students.
Assessor C Yes. but I think there is nothing wrong with saying to students that it is a nice story.
Assessor D No. I agree with you there, but it remains very general. Nice story It is so trivial. Also
what she says to the class "Well done, you have all done a good job " She stresses
that she thinks feedback is important, and positive feedback, too But it comes down to
nothing very specific. What she ultimately says is formulated in the most general terms
Assessor C So it is the degree of specificity. We have different opinions about that.
Assessor D Well, then, how shall we formulate this?
Assessor C (Summarizes) Shall I say that she gave general positive feedback both to individual
students and to the class'
Assessor D OK.
(They continue their discussion At the end, they decide to assign on 3.0 (=adequate).
They check this by reading through the rubric description)
Assessor D (Reads) Corrected somewhat systematically. Yes. we agree Analysis reasonable, yes, that is
true. Categorization was reasonable. I think she did that quite well Picture of the level of the
letters. More or less true Some balance in individual and class feedback. It was only just
adequate. That is what I think personally. General feedback, directions. She did that to some
extent Aim of the class discussion Very general. Was a bit less than formulated here. Some
different instructional formats. Not very much. Tfie next assignment, she has ideas about that,
but only just adequate. I think she did it some parts less good and some parts a little better. All
in all, weighing up everything, I do not think it was inadequate but it was also not very good.
(Continues)
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From this discussion, it is clear that assessors did not agree on whether
Alma gave constructive feedback. They looked back to their own notes and
checked Alma's notes. They read her words to each other. It turned out that
they held different views of what constructive feedback entails. Assessor
C summarized their different viewpoints. Once this was established they
focused on how to formulate their joint viewpoint. As a final step,
Assessor D compared their joint judgment with the rubric to check whether
the assigned score adequately described their judgment. They read the
description and discussed whether, in their view, Alma's performance on
this simulation fitted the description. Their joint judgment is presented in
Box 4.14.
Box 4.14 Assessor C's and O's joint judgment of Alma's responses: Evaluation of student letters
Alma evaluated letters somewhat systematically, but it was not quite clear what she planned to write
on the students' work. She emphasized grammar, although she regularly mentioned that this was
not the most important thing Although linking phrases were mentioned, the connection with what
happened in the previous lesson was poor She had a reasonable picture of the letters, but it was
striking that she found J's letter the worst letter instead of Y's letter.
Alma gave general positive feedback both to individual students and to the whole class.
She discussed three topics in class, she found it important that the students would correct their
mistakes both individually and in pairs, but was in doubt about the effect of revision on motivation. It
did not become clear what students were supposed to learn from this letter. She oversaw the whole
process but did not use this letter adequately as a basis for the next letter
Score 30 (= adequate)
Their judgment on the quality of the feedback Alma gave does not reveal
very much and is rather meaningless. In other respects, their joint judgment
is an improvement on their individual judgments.
SIMULATIONS
SELECTING, CRITIQUING, AND ADAPTING MATERIALS FOR A SERIES OF SPEAKING ACTIVITIES
The assessors first examined Alma's written evaluation of the speaking
assignments (Box 4.5). Subsequently, they observed Alma's discussion with
her colleague M. Two assessors observed Alma and two assessors observed
M. The assessors' judgment is based on the evidence in Box 4.5, Box 4.6, and
Box 4.7. Below, the judgments of Assessors B and C are presented along with
their joint judgment (Box 4.15).
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Box 4.15 Assessors B's and C's judgments of Alma's responses: Selecting speaking
materials
Assessor B
Alma evaluated instructional materials using different criteria. In doing so, she emphasized motivation
and class management, and didactic criteria Summarizing, it may be stated that Alma demonstrated
the use of all criteria. During her collaboration with M., she presented herself as someone who
monitors the procedure She also communicated skillfully She followed up on what M said, summed
up, and listened well. She stood by her opinions but was also sensitive to the arguments of her
colleague.
In the discussion afterwards, she articulated her choices for exercises and sequence of exercises in a
structured way. Her choices with respect to the rejection or the adjustments of exercises were inspired
by a good understanding of what motivates students and how to go about giving speaking lessons.
Score 5.0 (outstanding)
Assessor C
Alma used a broad range of motivational, didactic and class management criteria in judging the
exercises Alma led the conversation and she took the initiative to make notes. She listened well and
regularly recapitulated the outcomes of their discussion so far She had no problem in expressing her
opinions.
She used these criteria adequately to justify her choice and sequence of activities. She also used
adequate amounts of knowledge and insight into speaking to adjust the exercises in a meaningful
way.
Score 5.0 (=outstanding)
Joint judgment Assessors B and C
Alma evaluated instructional materials using different criteria In doing so, she put much emphasis
on motivation and class management. She also paid attention to many didactic considerations
Summarizing, it may be stated that Alma demonstrated the use of all the criteria.
In the discussion, she presented herself as the one who monitors the procedure. She took many
initiatives. She also communicated skillfully. For instance, she often followed up on what M. said,
recapitulated and listened well. She stood by her views but was also sensitive to the arguments of her
partner.
In the discussion afterwards, she was able to articulate her reasons for her choices and sequence
of exercises in a structured way. A good understanding of what motivates students and how to give
speaking lessons inspired her choices in adapting exercises or changing them.
Score 5.0 (=outstanding|
The judgment of Assessor B is more elaborate than that of Assessor C, but
the gist of the two judgments is the same. Assessor B wrote down their final
joint summary and clearly put his mark on this summary: it is nearly the
same as his own summary.
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Their joint summary contains a judgment on the three subdomains that
are assessed by the simulation. The first three lines refer to a judgment
on how she evaluated instructional materials, the next paragraph contains
a statement on how she collaborated with her colleague, and the third
paragraph contains a statement regarding her understanding of how to
arrange a series of speaking activities. In Box 4.16, the rubric that describes
performance level 5.0 is presented.
Box 4.16 Rubric description: Selecting speaking materials at level 5.0 ( = outstanding)
5 0 The teacher evaluates the instructional materials for speaking by means of different criteria. From
the viewpoint of students, do the topics speak to them, are they challenging enough; are they varied,
and also suitable for weaker students? From the viewpoint of how instructional materials are designed;
do they elicit communication, are they open or closed, do they use simple or more complex language,
how do the materials prepare students for the test' From the viewpoint of classroom management, do
students work in pairs or in small groups? How efficient are the exercises?
In collaboration with her/his colleague, the teacher has an eye for the smooth working of the
discussion. Together with her/his partner, she/he monitors the procedure. The teacher demonstrates
communicative competence: she/he listens well, follows up on the statements of her/his partner, and
summarizes their discussion. The teacher is capable of articulating her/his point of view convincingly
and underpinning it with arguments.
In the discussion afterwards, the teacher justifies the choice and sequence of exercises for a series
of speaking lessons preparing students for the test by referring to the criteria mentioned above and
to the arguments arising from the discussion with her/his colleague From this and from arguments
for the rejection and adaptation of exercises, the teacher gives evidence of having knowledge and
understanding of how to teach speaking.
In the assessors' joint judgment, we find most of the elements of the rubric
but in a less elaborate form. The assessors' judgment is not an exact replica
of the rubric description. The assessors put in some individual detail. In the
view of the assessors, Alma has performed very well in this simulation.
THE PORTFOLIO
Two assessors judged the portfolio. They evaluated the separate themes or
topics and made a judgment of the portfolio as a whole. We first present the
assessors' judgment in respect of Theme 5, presented in Box 4.11 and we
then present their judgment of the portfolio as a whole. This theme provided
evidence of Alma's ability to reflect on her teaching (Subdomain IIIA). At the
time that Alma wrote this part of her portfolio, she had left her replacement
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job and had started on a new job, again a replacement job, but with the
perspective of a permanent job after the school holidays.
Box 4.17 Assessors' judgment of Alma's portfolio Theme 5: Evaluations of second grade
students
Assessor E
Alma's conclusions with respect to her own teaching (very little (English) input from students during
classroom discussion, her observance of what goes on during the lesson, spending (too) much time
on explaining the grammatical structure, and the inspection of homework! were supported by the
evidence she provided. There is evidence that she has reflected on her teaching but conclusions for
future actions are lacking
Score 2.0 (= partly meets standards!
Assessor A
In her reflections on her relationship with this class. Alma commented on a number of issues that struck
her. The evidence supported her conclusions. She reflected on her teaching and on what students said
about her. However, her analysis of why students hardly participated is not very extensive and she
made no connections with how her questioning may contribute to this problem The same is true for
her analysis of her presentation of grammar. She drew some conclusions on the basis of both the video
and the questionnaire and mentioned that she acts on one of them in her new school spending more
time on the inspection of homework.
Score 20 (= partly meets standards)
The assessors do not quite agree on whether she drew any conclusions
for future lessons on the basis of her reflections on her teaching. Assessor
A points to one conclusion that she acts on in her new job, but points to
her limited analysis of her lesson. It is not quite clear to what extent her
departure from the school, which meant not seeing these students again,
contributed to the absence of conclusions for future actions. In the assessors'
judgments of the portfolio as a whole, both assessors answered the question
regarding the extent to which the portfolio provides a coherent picture of
Alma. Assessors' judgments are presented below.
Box 4.18 Assessors' judgments of Alma's portfolio as a whole
Assessor E
The videotape is the only piece of evidence that shows what Alma actually did in the classroom Alma
demonstrated that she was willing to evaluate and reflect on her teaching and she realised that a
beginning teacher has much to learn The overriding picture that emerges from her portfolio is that
there is much that Alma does not know. Alma posited that she still had no clear view of what motivated
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her fourth year students (Theme 1 ) or the best ways to assess student's oral skills and what criteria to
use (Theme 2), or how to go about reading for the list (Theme 3). She pointed to her lack of relevant
experience (Theme 4). This is understandable considering that this is a replacement job However, the
video and the student evaluations (Theme 5) show a teacher who offers clarity and who wishes to
offer clarity Alma has an open and critical attitude, but we would like to see what she does with
this (self-l criticism. Her portfolio demonstrates that she has good ideas (book report and motivation
questionnaire! but how she actually works out these ideas is limited Alma is interested in how
students learn and in the students themselves Her portfolio does not always provide evidence of what
this actually implies in practice.
Assessor A
The image that emerges from this portfolio is of someone who has invested a great deal of energy
in her students (Theme 4) or who has tried to motivate her students by giving reading assignments
(Theme 3), and by asking for students comments on her teaching (Theme 5) At the same time, she
admits that she did not invest much energy in her fourth year students, with whom she had a more
difficult relationship (Theme 1 ). The portfolio supports her conclusion that she is socially strong.
Her portfolio also shows her awareness of problematic, didactic issues, for instance, the way oral
examinations are conducted and scored (Theme 2] and how reading for the list is organized (Theme 3).
She offers some ideas about how to go about these, but she does not really do much with these ideas.
The video {Theme 5| demonstrates that the lesson, didactically speaking, was rather traditional little
interaction, little English used, decontextualized model sentences, etc.
The fact that she operated within the context of a replacement job almost certainly influenced her
performance. She had to work within the constraints of her situation. Her attitude is open and self-
critical, and she repeatedly says that she still has much to learn The evidence she had provided
supports this.
THE WRITTEN TEST
Alma attained a score of 33 on the test, which contained 40 items. She
achieved the highest score on the written test.
4.5 THE FEEDBACK REPORT TO ALMA
In this section, we describe how the feedback report was composed and
we present parts of the feedback that relate to those aspects of Alma's
performance that were presented in Section 4.3 and Section 4.4. For more
background on how the information from the three sources was combined,
we refer to Section 3.5.
So far, we have regarded the information from the three data sources
as separate pieces of evidence about Alma. We discussed the information
170 CHAPTER FOUR
from the simulations, the portfolio topics, and the written test separately.
As a second step, we attempted to formulate some broad conclusions that
emerged from the evidence with respect to the three domains.
The feedback report served the professional development purposes of
the assessment, but it also served as a check on whether the information in
the report provided a recognizable picture of where the candidates, in their
own opinion, stood. In order for the feedback report to useful to candidates,
they should be able to trace how a judgment was reached and recognize
themselves in the descriptions. Candidates should also view the aspects on
which they were assessed as relevant. In order to check whether this was
true, we conducted a telephone interview with the candidates after they had
received the feedback report.
As indicated in Chapter 3, the author was responsible for composing the
feedback report. In order to prepare the feedback report, she examined all the
evidence about Alma. This included the assessors' records, interpretations,
and final judgments, but also when necessary. Alma's notes, the videotapes,
and her portfolio. The overall format of the feedback report consisted of a
short introduction, a description, and evaluation of each simulation and each
portfolio theme, and the score on the written test. The report ended with
an overall conclusion that referred to her strengths and weaknesses with
respect to the three domains. Below, we present parts of the feedback report
given to Alma (Box 4.19). We leave out the introduction and the feedback
on portfolio themes that were not discussed in Section 4.2. We include the
general conclusion that relates to all the evidence.
Box 4.19 Feedback report on Alma
(...)
Simulation 1 Planning a lesson
In our view, you constructed the first component at the lesson well. You focused the students' attention
on what was going to happen in this lesson. In this way, the students knew what to expect and you
gave tnem some responsibility for the smooth working of the lesson. You activated prior knowledge
by asking questions about one of the characters in the previous lesson. You offered the grammatical
rule by presenting a grid on the blackboard that the students copied. The students practiced this rule
in several ways from more guided activities at the beginning of the lesson to more meaningful and
independent activities at the end of the lesson. You presented an alternative way for the introduction
of the grammatical point. Your objectives for this part of the lesson were modest but attainable.
In the introduction to the second part (listening to a telephone conversation), you activated prior
knowledge by reverting to the main character and his plans. You made sure that the students knew what
they had to listen for and what was expected of them. First, the students did some global listening and
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then listened again and answered question by question. You checked their answers In our view, vou did
not fully exploit the possibilities of this exercise |the Australian accent and vocabularyl. We think you
constructed this part of the lesson in a less convincing way. This may be connected with the fact that you
did not like the exercise You showed an awareness of what students find difficult and you anticipated
on this by skipping exercises, by avoiding grammatical terminology, and by paying special attention to
focus the students on what they had to do. You did not want them to make mistakes needlessly, as this
would demotivate them. You tried to keep the students involved through a variety of activities, but also
by spending time on the characters in the story. You took differences between the students into account
to some extent (visual presentation on the blackboard, pair work).
Simulation 2 Evaluating the results of a writing assignment and planning feedback
Although you referred to what the students have practiced in the previous lesson (lay-out, paragraphs,
linking words, etc ), you touched only briefly upon this in the evaluation of these four letters, because
you found it difficult to ignore grammatical mistakes. You established some clear, grammatical
priorities, which you intended bringing up when you would return the letters. Your appraisal of the level
of the letters did not correspond with ours in all respects. While we regret that you did not make clear
connections with what students practiced in the previous lesson, we appreciate that you established
priorities to discuss with students.
You provided the students with feedback in two ways On each individual letter, you wrote some
comment on the mistakes, but you also added something positive. You planned give whole class
feedback by offering general encouragement about how the letters turned out. We found your feedback
is rather general You focused mainly on encouraging the students, but we wonder how that will help
them.
In the follow-up, you brought up some carefully selected sentences from students' letters to illustrate
the grammatical points you decided to discuss. The students corrected the mistakes in the sentences
in a whole class discussion. The students then examined their letters, looked at their mistakes, and
asked you for information if necessary The students did not have to revise their letters, because as
a student you hated to do this yourself. You advised them to keep the letters and consult them when
writing their next letter. Your aim was that the students learn from the feedback and improve on their
writing How they were supposed to do this was not clear. In our view, you have not yet developed any
teaching procedures that further these aims.
Simulation 3 Selecting, critiquing, and adapting materials for a series of speaking activities
Different considerations played a role in your assessment of the suitability of the speaking assignments.
You asked yourself whether they would appeal to students, whether they would prepare the students
for the test, how open or closed they were, would they elicit communication, their degree of difficulty,
how students would carry out the activities |in pairs, in bigger groups!. You did this thoroughly.
In cooperation with M., you paid attention to procedural aspects: How shall we start? Shall I make
notes? Let's check what I have written down. You demonstrated your communicative skills: you listened
to your partner, told her when you did not understand her, pointed out to her when she did not listen,
etc. You had no problem articulating your own point of view, but you were prepared to change your
views when M.'s arguments convinced you.
In the individual interview, you articulated convincingly the motivational, didactic, classroom
management considerations that played a role in selecting speaking activities and in sequencing them
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in order to prepare the students for the test. You were also able to give examples of how you would
adapt speaking activities to make them more appropriate.
( - )
Portfolio Theme 5 Evaluations of my second grade students
In this theme, you reflected on your relationship with your second grade students In order to support
your reflections, a video recording of a lesson was made and the outcomes of a student survey were
considered. On the whole, we support your conclusions from your analysis of the videotape (very little
(English] input from your students during classroom discussions, your perceptivity of what goes on
during the lesson, spending too much time explaining grammar|. We also offer some more comments.
Your analysis of why the student did not participate was limited to your observation that was not
because of lack of encouragement on your part. We felt that your questioning might have had an effect
on student participation. We believe that you took students by surprise with the directness of your
questions (directed towards individual students, not to the whole class), especially considering the
subject (Breaking up] You commented on the fact that your explanation of the perfect tense took too
long. We would add that the examples by which you illustrated the tense were without much context
and would not help student to understand the perfect tense. From this, we conclude that you are
willing to reflect on your teaching and ask feedback from your students, that you are quite critical
towards yourself, but that you need to analyze your lesson more thoroughly You have some ideas for
improvement, but these remain a bit limited (more inspection of homework|.
The written test
You had 33 out of 40 questions correct. You were one of the two candidates with the highest score.
General conclusion
From the evidence on the three instruments, we support your own conclusions in global lines. We add
the following comments. As to your knowledge and skills in Domain III, we conclude that you are willing
to reflect on your teaching We think it is very important that you asked feedback from others (your fifth
grade students in Theme 4. and second grade students in Theme 5, and your deputy head's letter about
how you functioned as a class tutor). From your reflections on the video (Theme 5). we conclude that you
are self-critical. The only thing that is lacking here are conclusions for future actions. You are also willing
to cooperate with others and you demonstrated the necessary skills (Simulation 3).
As to Domain I, both the portfolio and the simulations demonstrate that you attach much value to
the motivation of students (Simulation 2, Simulation 3, Theme 1 and Theme 3). While motivation is
an important issue for you, finding ways to stimulate students and to keep them interested is still
quite difficult for you (Simulation 2 and Theme 1). You demonstrate that you invested much energy in
getting to know students and becoming familiar with them You realized, however, that there was a
connection between your willingness to invest energy in the students and their reactions. If they kept
their distance, then you felt less prepared to spend much time on them (Theme 1). You realized how
much you still had to learn, especially in the training of students with a fear of failure problems.
As to Domain II, you indicated that there were still many weaknesses We agree with you to some
extent The evidence is rather mixed here. The instructional formats in Simulation 1. Simulation 2,
and your video lesson (Theme 5] showed little variety and were mostly whole-class At the same
time, evidence from Simulation 3, Theme 3, and the written test demonstrates that you have enough
knowledge of teaching methods, but that using what you know is still a problem.
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After Alma had received the feedback report, we conducted a telephone
interview to find out to what extent the report contained recognizable and
relevant information to her. She was questioned on the following points.
First, to what extent she recognized herself and the extent to which the
picture that emerged from the report matched her own views. Second, to
what extent the report was fair. Third, to what extent the report offered useful
information for further reflection and improvement. Some of her reactions
are described below.
- Yes, I did recognize myself; it all fits with my experience.... You plan
something and then you are in the classroom and the students are noisy
and then you choose the easy way out. The report made me aware
of this again.... I also recognized what the report said about how I
collaborated with M I remember how much I liked it. Working with
others is something I miss a bit looking up different things, organizing
and preparing. This is how I usually work with others. I watch the process,
I think I am more a monitor; often, I spent less time on the content and
more on the process.
- Yes, I think the report is fair. What the report said about my social side
was true. The Teacher Education Institute [where I received my training]
almost refused to grant me my teaching certificate. They said I was not
social enough. I knew that was not true. I seriously considered not going
into teaching. But in this school, I feel at home, I feel involved with what
happens in this school and also in the school the portfolio referred to.
- There were quite a few things [that I am going to work on]. I have started
already. Just now, I was planning a lesson and I thought it appropriate
to let students work in groups of four. I have to tell them what to do,
how long, etc....There is also something else. A small thing. I cannot do
everything at the same time. I am working on another way of asking
questions. First, an open question, giving the students some time to think.
Not calling the name first and then asking the question. There are only
two weeks before the holidays start, but this is something I can do. There
are other things that I will do when I start preparing for after the summer
holidays. For instance, the report said I should use different instructional
formats in my lessons, as I did in my literature lessons. Another thing is
what the report said about my explanations of grammar. I showed this
report to my boyfriend and he said, "you do not like grammar, do you?" I
realized this is true. Because I do not like it, I do not prepare for it. I have
to prepare myself much better and think of how to present it to students.
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It will be difficult because the books we use in the school are traditional.
The grammar books and the textbook used for the literature lessons are
very old-fashioned.
4.6. HELEN'S CASE
Helen had a little more than one-year teaching experience. She had had a
replacement job for a semester and this was her second replacement job,
but with the prospect of staying on after the summer school holidays. In her
portfolio, Helen described her school as follows. The school is situated in a
medium sized town in the west of the Netherlands. It is a denominational
school that offers different types of secondary education. With 1,250 students,
it is a big school, but not impersonal. Within the larger group, there are
smal 1er groups of students that share a team of teachers and a particular part
of the building. Students come from middle-class, well-to-do backgrounds.
Less than 1% of the students come from non-Dutch backgrounds. The
denominational character of the school is evident from the emphasis on
showing respect to each other and to the teachers. The school stresses good
results and the percentage of students that pass their final examinations is
high. The preferred teaching method of the school management and the
teaching staff is whole class instruction. The greater part of the staff (100
teachers) consists of experienced teachers. Their attitude towards the new
curriculum in the second phase of secondary education is generally negative.
There are a few experiments going on, but the teachers' experiences with
different ways of working with students were disappointing.
The English department consists of nine teachers. Two have full time
positions; the other seven have part-time jobs. They have all worked in the
school for many years. Each teacher has his or her preferences and always
teaches the same levels and age groups. The teachers enjoy a high degree of
autonomy. As they have few shared interests, there is little discussion about
the contents of the lessons and little exchange of teaching materials. The
department puts much emphasis on the teaching of grammar and textbook
assignments that are more communicative are usually skipped. In the lower
forms, they use a syllabus that is not geared to the current educational
objectives and there are plans to introduce a new syllabus. Every fortnight,
members of the department meet to discuss how far they have progressed
in the textbooks and to set dates for student tests.
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Helen was the only English teacher who taught all forms and all levels of
students: both the first year students and the final year students and some
forms in between. She had a teaching load of 18 hours a week. She did not
have her own classroom, which meant that she had to carry her materials from
classroom to classroom. She was expected to collect and develop her own
teaching materials. Helen realized that her colleagues were quite willing to
help her and give her support but that she had to take the initiative herself.
IMPRESSION OF HELEN'S RESPONSES
As we said in the introduction to this chapter, Helen's case demonstrated
the importance of using multiple lines of evidence. Helen did not perform
very well on two of the three simulations. In contrast, her portfolio showed
a picture of a teacher who was actively and conscientiously engaged in
trying to put her ideals of good language teaching into practice. In the
portfolio interview, she mentioned that she set herself high standards. As
a result, she spent considerable effort trying to meet her own standards.
In the preparation of lessons, she struggled with a lack of time. This was
also noticeable during the administration of the Simulations 1 and 2. The
candidates were given 75 minutes to prepare for the Simulations 1 and 2 and,
for most candidates who had participated in the field-testing of simulations
(23 out of 27 candidates}, this was adequate, but Helen needed more time to
prepare.
We present Helen's responses to the three simulations below. We give an
overview of the contents of her portfolio, presenting one topic in detail, and
we give her score on the written test. In Section 4.7, we present the assessors'
judgments of Helen's responses. In Section 4.8, part of the feedback given to
Helen is presented as is her reaction to the feedback.
SIMULATION 1
PLANNING A LESSON
Helen had indicated in her lesson plan that she did not have sufficient time to
finish her planning. We present her lesson plan in Box 4.20. On the left, she
wrote her plans and, on the right, she provided a rationale for her decisions.
This revealed some of her underlying reasons for choosing the different
activities she planned, but only to a certain extent. Her plan did not reveal
why she decided to read the text herself nor how she was going to deal with
the grammatical structure 'to be going to'. Nor do we know why she thought
exercise 4C was suitable for fast students.
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Box 4.20 Helen's notes for her lesson plan
My plans
1. Warming up Recap 5 minutes
Remember Roger (on tape)? Who is he? What
happened to him' Remember Chrissie' What did
you read in Part 1 about her and The Kosters?
2. Instruction 10 minutes
Textbook p. 105: H, how to do it
We are going to read about the things that Roger
wanted to do in his holiday.
I read the text (before the call): 'Going to ..there'
While reading: What was said in the phone call?
I read rest of the text (after the call) Some of his
plans were cancelled
Point to the second half When you have plans,
when you are going to do something, you can say
that by using 'going to' Also, point out in the
diagram am/are/is.
3 Workbook 10 minutes
Read instructions for 4A together. Also, read
instructions for exercise 4B What about plans
you have yourself?
Do the exercise together and tell your neighbor
what plans you have Exercise 4C (optional).
4. Checking
Exercise 4A with the whole class.
Check Exercise 4B at random.
Exercise 4C: Who had an answer there?
5. Instruction
Listen to tape, but first read textbook 1 .1 read the
introduction and then the 'red' question and 5A
Write down what R. says 5B 1 together and 6 for
fast students
My reasons
1 Activating prior knowledge. Students should
know who is who to be able to do Exercise 4A.
These questions help them to think back to what
they were told about these people
2 Students are introduced to what they are going
to read and on what page
Students read with me
Students understand use of to be going to' and
that they have to use the correct form of 'to be'
3. Students reflect on who does what and
understand what they have to
For students who work fast
4. Check whether they used the correct form
Students hear from each other what plans they have
It becomes clear how the form is used and whether
the form is used correctly Check fast students.
5. Students read with the text and understand the
assignment.
PLANNING FAILED!
The first thing Helen said when the interview started was that her planning had
failed. She had planned only the first half of the lesson. She had spent almost
45 minutes of her preparation time (75 minutes) analyzing the textbook and
the workbook. The grammar part of the lesson was worked out, but not the
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second part. For the assessors, this was a dilemma. They told her they would
conduct the interview as planned and asked her to improvise the second half
of the lesson. In Box 4.21, we present little more than 10 minutes of the first
part of the interview. We left out the very beginning of the interview.
Box 4.21 Interview with Helen about her lesson plan
Int. What is the broad outline of your plan? What are the main parts?
Helen What is the subject, what are main parts? First of all. the language Before the end of the lesson,
they must do something with 'to be going to'. Second, they have to recognize the context
Landeskunde, it is about Australia Third, they need to do some global listening I did not really
listen to the tape. They hare to use guessing strategies Guess what would be a good answer''
What could Roger have said' What might have been a better answer' Fourth, they have to
write a little bit about themselves This is to involve the students. Fifth, they do the puzzle
This is some enrichment for those students that are faster. There is a basic part and things for
students that work faster.
Int. These are the main parts OK, let's have a look at your plan Here, it says at the beginning of the
lesson. "Activating prior knowledge " How?
Helen Usually by questioning the students The students have their textbooks before them, though this
is not necessary Often, when they see the texts and the pictures, they remember .
Int How do you actually do that in practice?
Helen Ask them 'Who can tell me what happened' Do you remember the tape' Do you remember
Roger''
Int. In English?
Helen Yes, in English. Certainly at the end of the first year. I read the introduction to this textbook
and the authors' views of language learning. They present all their exercises in English. The
instruction is in English, too.
Int. Do you expect the students to speak English?
Helen No. I don't. I know by now that there is an enormous difference between MAVO and VWO
students. They may answer in Dutch or in English. Activating prior knowledge is the main goal.
Int. How do you go from there' In your plan, you write "Instruction"
Helen Students open their textbooks. While they do that. I write what we are going to do in this lesson
on the blackboard I usually write this on the blackboard.
Int. Why?
Helen The students can keep track of what they are going to do in this lesson It gives them an
overview, and they know what I want to get done in this lesson They can look at it if they don't
know where we are. The students have their textbook in front of them. We start with the whole
class. Let's see what Roger is going to do. The students can read the first part as far as 'there'
with me. Do you remember what happened in the previous lesson'
Int. Why do you stop at 'there'?
Helen The students need to understand the situation before and after the telephone conversation.
What is Roger going to do now?
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Int. You read aloud?
Helen Yes, I set the pace All students at the same time. Otherwise, some will read faster than others.
Normally. I ask the students to read, but only when they have first listened to the tape Normally.
the text is on tape, but not in this case. The students need an example They need to hear the
pronunciation. I read the text this time, while normally I would not do that.
Int. Do you do something with the diagram?
Helen I am not going to spend much time on it. Just point out to them "You can use 'to be going to'
when you have plans You can use 'going to' and the forms of 'to be'"
Int. What i s the next step?
Helen Then we go to the Workbook. We read the instructions together so that they understand what
they have to do in Exercise 4A. They must understand that the sentences must be true. It is
about people who turned up earlier in the story. The emphasis is on 'true sentences'. That is
why their prior knowledge needs to be activated It is purely an exercise to practice the forms.
They can easily do it The emphasis is not on the content.
int Can students do this exercise?
Helen Yes, it is very structured. They practice a little 4B is much freer. 4C is about things they have
not yet learnt, but they may have come across before.
Int Is there a good reason to do 4C?
Helen Yes, it is for students who need a little extra challenge and to draw on knowledge they may
have acquired somewhere else.
Int. How are you going to check the exercises'?
Helen I will check 4A with the whole class. The correct form is important. I will check 4B at random
First, I will ask students to tell each other what they have written down. I think they like that. I'll
let students read to each other what they have Then, I'll ask a few students in the class. I also
like to hear what they have got. 4B is a suitable exercise for them to say something about their
plans. I have noticed that the students like to say something about themselves to others.
Int. Did you have any alternative plans for this part of the lesson'
Helen No, it is built up from guided to more open to completely open.. .
Int. What are your aims for the lesson? What do you expect students to be able to do afterwards'
Helen I do not expect them to be able to use the form correctly next time. They have not had enough
practice for this.
Int. Why not?
Helen It is only a beginning. I will come back to it. They forget the forms of 'to be' very quickly. I do
expect them to recognize 'to be going to'.
Int. Is that an attainable goal?
Helen Yes. it is. They have practiced in three different ways: they have heard it. they have read it, and
they have done two exercises, one guided and one open exercise.
Int. How will you check?
Helen I will come back to it in the next lessons. In this lesson, I will have some notion when we
have checked on 4B. I'll ask the weaker and the better students, and compare them. I know my
students.
(Continues)
ILLUSTRATION OF THE ASSESSMENT PROCEDURE 179
The transcript shows that the interviewer stayed close to Helen's written
plans as he tried to elicit the cognitions behind her plans. The interviewer's
questions revealed how and why Helen would activate prior knowledge: the
students cannot do Assignment 4A unless they remember what happened
before, because they have to make sentences that are 'true', that fit what
they know about the story. She also referred to the need to provide an extra
challenge to the faster students. Her reasons for reading the text herself show
that the teachers' decisions often serve several purposes simultaneously:
The students need to hear the English pronunciation and she wants to ensure
that all the students read with her. We are also informed about the way
she planned to introduce 'to be going to'. In the rest of the interview, Helen
improvised and gave an indication of how she would organize the second
part of the lesson.
SIMULATION 2
EVALUATING THE RESULTS OF A WRITING ASSIGNMENT AND PLANNING FEEDBACK
Helen was given 75 minutes to make an analysis of four letters, to provide
students with constructive feedback, and to organize activities to help the
students to learn from the feedback. Again, Helen struggled with a lack of
time. This time, she found a reasonable solution to her problem. Instead of
correcting the four letters, she only looked at two letters and spent the rest
of her time thinking about how she would deal with the task. In Box 4.22, we
present her notes, in which she demonstrates how she dealt with this task.
Box 4.22 Helen's notes on the student letters
1. Background of writing assignment and current situation
This is the first of a series of six letters. Formal letters are completely new to students, but the
current letter is informal Ttie students know the conventions, they have had some training in writing
paragraphs. So far. they have written short, informal letters This letter is informal and about their own
situations, asking and giving information about holiday. They have been given information about lay-
out of the letter and the use of linking phrases.
2. Evaluation of letters
a Lay-out on six aspects
b. Structure of paragraphs: linking the topics to each other in logical ways; introduction, middle part,
and end. use of linking phrases.
c. Is all the required information in the letter?
d Use of language: grammar, spelling, and punctuation
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3. Procedure for correcting letters
a. Firsl, I examined whether the lay-out and the endings were done according to instructions. At the
end of each letter. I indicated when they had done something wrong or forgotten a word. I made a note
of things I wanted to discuss
b. Read student letters Correct grammar and spelling mistakes Use symbols. X= mistake (indicate
the grammatical topicl; [ ] = wrong word order; underline = spelling mistake; V= forgotten something;
*" refers to comment at the bottom of the letter.
c. Examined whether each student included all parts of the assignment and whether the topics were
logically connected and the linking words and phrases used correctly.
4 Feedback
a Lay-out (Letter 2): date, used no comma!
b. Lay-out (Letter 4) Three of the four letters used the expression "I am looking forward to hearing
from you soon" Tell them this sentence is also used in formal letters Give students stencil with
instructions for the lay-out of formal letters, discuss how they are different from informal letters. Tell
students that in the school examination they must use the formal lay-out
c. Grammar and spelling. Search for model sentences in reference book. Explain to students what
is expected They have to look up mistakes themselves. If they cannot solve their problems, they can
consult me.
d. Extra instructions on a handout.
5 Return letters next lesson
a Ask students to read through comments and instructions.
b. Give them an opportunity to correct their mistakes and ask questions
c. Comment on the lay-out of formal and informal letters and ending phrases,
d Hand out new materials for the formal letter
e. Ask students to start new assignment
Note for myself Discuss the letter of Student 2 separately
Her notes referred explicitly to the students' current situation and what they
needed to learn. She mentioned the criteria she would use to correct the
letters and how she would correct them. In the two letters she corrected,
she made use of the symbols she mentioned in her notes. She explicitly
mentioned the importance of the structure of paragraphs and how they
are connected. In this way, she referred to what had been discussed in the
previous lesson. In the interview that followed, she elaborated on her use of
symbols, why students should know the criteria by which they are evaluated,
and what kind of feedback she would give to students and how. In Box 4.23,
we reproduce parts of the interview, beginning about 5 minutes into the
interview. The symbols that Helen used for correcting the student letters are
the subject of the discussion.
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Box 4.23 Interview with Helen about the student letters
Int. You use circles and other symbols?
Helen Yes, and sometimes I correct a mistake. In this way, I hope they can look up their mistakes
themselves. It is a hint If they don't understand it, I explain it orally
Int. Here you write: "If ..then"?
Helen They have had all the grammatical structures. I do not know how it is presented in their book,
but they can look it up and then, with the help of examples, they can correct the grammatical
construction themselves. It is meant as a hint
[The interviewer goes on to ask about the meanings of other symbols].
Int Are the symbols familiar to students?
Helen Yes, I use them consistently; I always use the same symbols. I have explained them to the
students.
Int What are important points to raise with students7
Helen Lay-out, grammar, content of the letter Generally, I organise the lesson in such a way that students
know beforehand by what criteria they are going to be assessed I will tell them "You are going to
be assessed on lay-out, grammar, and content. Does your letter meet the criteria of style, is it well
organised, have you used your arguments well, have you mentioned all the topics'"
Int. Did the students know the criteria beforehand?
Helen Perhaps not this time. This was the first letter. I wanted them to start with an open mind. But when
I return the assignment, I will tell them these are the points I have looked at . That is what you
are going to be judged on
Int. Why is important for students to know the criteria?
Helen Students have a right to know what the criteria are, especially with the school-internal
examination ... It is also something for them to work towards, it gives them some direction, and
some help on what to focus.
Int. How will you give feedback to the students?
Helen I will tell them something about the lay-out and tell them to pay attention to the instructions I will
tell this to the whole class Then I will mention formal letters.... I will look at the lay-out of formal
letters with them and point out what is the same and what is different. Then, more individually, I
will let them have a look at their own letters I'll have them look at their mistakes and ask them
to look them up in their reference book. If many students make the same mistake, I will discuss it
with the whole class
Int. How will you return letters to the students?
Helen It will depend a bit on how the students react to my comments. Something like 'it went a tot better'
or 'a bit more effort', or 'you are on the right track' . . I will give some comment to each individual
student But I have not done this very often. . It depends how things go.
Int. Will you remember all the comments for 28 students'
Helen Yes. I am very much focused on the individual students . I know how good they are. I will not
do it with all 28 students I will remember extreme cases, the students that caught my attention
somehow.. Then everybody will correct his own letter with the help of the hints [on the letters],
look it up in their grammar book, and ask questions if necessary.
(Continues)
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From Box 4.22 and Box 4.23, we learn that she wanted the students to
know the criteria by which their work was to be evaluated for two reasons:
they have a right to know and it helps them to focus on the important
aspects of the letter. The feedback she gave the students consisted of notes
on the students' letters, mostly in the form of hints about expressions or
grammatical points. In addition, she added some oral feedback to individual
students, at least to those students who had somehow caught her attention.
In the rest of the interview, we learn that she expected the students to revise
their letters by following up on her hints and by looking in their reference
grammar book for guidance.
SIMULATIONS
SELECTING, CRITIQUING, AND ADAPTING MATERIALS FOR A SERIES OF SPEAKING ACTIVITIES
Helen prepared this simulation within the time allowed to her (40 min.). She
examined eleven speaking assignments and established their usefulness
for the training of students for the end-of-course test. The result of her
examination is presented in Box 4.24.
Box 4.24 Helen's evaluations of speaking assignments
Assignment Description and evaluation Suitability?
1. Telephone conversation: giving and asking for information and making No
suggestions in pairs. Topic and format not suitable substantiating one's views.
2. Gives some help in learning to carry on a discussion and reach an agreement. Yes
Has the format of a discussion, free to choose topic: in pairs
3. Asking for help, does not develop discussion skills No
4. Agree and disagree: guided exercise Format quiz; speaks to the imagination. Yes
Students learn expressions they can use in a discussion Pairs
5. Resembles the test. With reference to a given situation, agree or disagree Yes
Expressions not added -> added. Suggestions for extra topics Group discussion
for and against.
6. Transform ideas in words and give a description. Get the message across clearly. Yes
Important in the final discussion. Pairs.
7. Students do not have to engage in discussion. No
8. Probably not the kind of topic that will be used in the test. No
9. Students have to play a role, make decisions, and explain why Yes
Topic is of interest. In groups of three or four.
10. Assignment is not clear to students Might be useful if clear instructions are added. No
Text is too long It would take too much time.
11. Apart from the topic, it is similar to the test to be able to discuss from a given role Yes
in groups of 4.
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Notes: Test is role-play for 4 students. The students discuss a topic and relate this to personal
experiences; take on the perspectives of their assumed role; defend 'their' point of view, have to
provide arguments
Her notes at the end of Box 4.24 reveal that she made an analysis of the
test in terms of what it would require from students. Her analysis provided
criteria for her evaluation of the assignments. In the following activity, she
exchanged views with another candidate and discussed which assignments
they both considered suitable to prepare students for the test. Helen worked
with J., who she had met at the assessment center that day for the first time.
During lunch, they were in a position to get acquainted and to exchange some
information. In Box 4.25, we present the first minutes of their discussion.
Box 4.25 Helen discussing speaking assignments with a colleague
J. How shall we go about it?
Helen Mmmm (still studying her notes)....
J. Shall we first go through all the exercises?
Helen Would you like to go through them first7 And then discuss the ones we think are suitable?
J. OK, let's do that. Shall I read what I have got first?
Helen Fine.
|J. says which assignments she thought were suitable. Helen does the same. They do not
agree on assignments 7,10, and 11 ].
Helen Shall we first discuss these three?
J. Yes,that is fine.
Helen Let's see. Shall I tell what I have written down?
J. Yes, OK
Helen (Reads No 7) "Students do not have to engage in a discussion." I took the test as a point of
departure Assignment 7 does not teach them how to engage in a discussion .. .There is no
interaction and all the questions are given.
J. I adapted this exercise a little bit. I thought it was good for the beginning. It is a guided
exercise. There are questions in there that students can go on about it. .. But you have to add
that to the instructions.... For instance, 'Do you consider your parents old-fashioned? Do not
only answer with yes or no, but also ask why Why do you think so?' It is an easy subject....
At least, they ought to be able to say something. It is easy to say something [on these topics].
Helen Perhaps combine No 7 with No 6. But we have to discuss that later.... I would limit the
number of questions. Pick out a few. ..The idea is not how many questions you can do.
J. On the other hand, you could allow the students to choose the questions themselves. Give
them time and see how far they get....
Helen (Studies the material) Yes, perhaps. This question 'Is there a job that you would like to do'.
That is about a job. That could be a useful question....
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J. We have to look at No 7 again. Let's discuss No 10 I kept No 10 and you left it out.
Helen Yes. I thought it was too difficult for 4H and too long for the time available. It is too
complicated I know this assignment I saw it before. ..The instructions are not clear I wrote
down " Unless there are clear instructions Text is too long " The test has a short description
of the situation. .. It [No 10] would take too much time'.
J. I looked at the assignment from a different perspective It is a long text, that is true. But it
means that the students do not have to invent anything themselves, they do not have think up
any arguments themselves. Arguments 'for' and 'against' have been given. .. They see them
as examples.
Helen I still think it is too complicated.
J. It is about arguments for and against. .. I think that is a good reason for this exercise.
Helen But there are two other assignments that practise for and against expressions.
J OK, let us leave it out ... Let's have a look at No 11 I do not think this is a good exercise.
Helen The topic is not quite appropriate.... For the rest, it is exactly like the test. It is the only
exercise that is almost exactly the same as the test. There are four roles. There is not one
exercise that resembles the test I think it a very suitable exercise as the last exercise before
the test..
(Continues)
Box 4.25 shows that J. made a suggestion about the procedure, which
Helen accepted. They compared their notes and decided to discuss the three
assignments on which they did not agree. Helen's arguments for and against
the selection of assignments were all related to the question of whether they
would adequately prepare students for the test. J. seemed more concerned
about whether students had something to say. Helen was prepared to change
her views on the suitability of Assignment 7, because the topic discussed
might be of some use for the end-of-course test. She stuck to her views on
Assignment 10, and J. was prepared to change her position. Helen insisted
that the students should be given the opportunity to do one assignment
that resembled the test in all its important features so that the students
would know what was expected of them and practice. After they decided
on the assignments, they both agreed on, they proceeded to discuss the
sequence of the assignments. In the individual interview, Helen explained
her arguments. Part of the interview is produced in Box 4.26
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Box 4.26 Interview about Helen's choice of speaking assignments
Int. What were your and J.'s main reasons for selecting assignments'
Helen Mostly the content of the exercises Which topics came up? What would the students learn?
We did not look at the time needed. But we did look at how we would work towards the test.
From guided exercises to more open exercises
Int. What do you mean by 'guided'?
Helen When the topic is given, or when they have 3 fixed role Very controlled with respect to the
topic and what they have to do. [There is) hardly any freedom for students.
Int. Is that an important criterion?
Helen In the end. they will do a role-play, a discussion in a criminal court That leaves a lot of room
for interpretation. They need to know short sentences They first need the tools to hold a
discussion
Int What do you mean when you say 'tools'?
Helen Everything they can use to hold a discussion. How do you agree, how do you disagree? What
is the structure of a discussion? In Exercise 2, they learn to use a certain structure.. .
Int What was a criterion to decide against an exercise?
Helen Those exercises that had nothing to do with learning to take part in a discussion. The function
of some of the exercises is different. I kept the end-of-course test in mind. What do they have
to do' Have a discussion, think of arguments, agree or disagree, etc.
Int. Is the final test important'
Helen Here it is It can be different....
Int. What are the necessary conditions lor a discussion?
Helen They need to be able to think of arguments To be able to identify with one's role is important.
They have to know something about the content. A sideline. One is given a point of view that
is not necessarily one's opinion They have to learn how to deal with such a situation.
Int. What was your leading principle in making a decision about the order of exercises?
Helen This was a problem in the beginning J. and I did not agree, but. in the end. we reached
consensus. Finally, the order was almost identical Finally, we agreed.
Int. What were your principles or criteria?
Helen What I was working towards, what did I want them to learn from an exercise? To be able
to agree and disagree. I think J. looked at it from the same perspective Also, the students
have to learn in a bigger group. In the beginning, in pairs and, later, in groups of four The first
assignments offered more support, with expressions they could use ...
(Continues!
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From the interview, it became clear that the interviewer followed up
on her use of terms like 'guided' and 'tools' and wanted her to clarify
what she meant by these terms in order to make a judgment about her
understandings. Her considerations revealed that she was aware that the
students needed to practice with different aspects of discussion: they needed
to learn expressions, to learn to work in groups of four, and to learn to
identify with a given role. In the rest of the interview, Helen justified their
joint decisions and gave examples of how they would adjust assignments
that did not quite suit their purposes.
THE PORTFOLIO
The contents of Helen's portfolio are presented in Box 4.27. The portfolio
guidelines are recognizable in the constructed portfolio (Section 3.3.3). The
required evidence in the form of a videotape of a lesson, student work,
and materials constructed by her are included. There is an abundance of
evidence of student work and materials produced by Helen. The portfolio
contents relate to all three domains and cover almost all subdomains. In the
section on beliefs about learning and teaching, she indicated that she found
it difficult to carry out her ideas and ideals about language teaching and felt
she had much to learn. She mentioned four reasons why she found it difficult
to realize her ideals. She said that the students were not used to working in
groups, which meant that she needed to give much attention to helping them
to learn how to cooperate. Helen did not have her own classroom and, as a
result, she had to carry her materials from classroom to classroom. Another
obstacle was the syllabus, which was not geared towards communicative
forms of language learning and she was not free to do as she thought fit
because of joint student tests. Finally, there were classroom management
problems and she herself was still relatively inexperienced.
In her view, EFL teaching meant that students should be 'doing things'
with the foreign language that are relevant and useful to them. She advocated
a form of education that is responsive to the needs of students and that fits
in with the students' environment. She supported idiomatic ways of learning
grammar and she tried to make students aware of why they need to learn
the foreign language by giving them examples from everyday life. In the
introduction, she stated that these six themes were of personal relevance to
her. She wanted to examine certain issues because they were problematic
to her and she felt she needed to learn about them. Her themes related to
her experience in different classes and to different aspects of her teaching.
ILLUSTRATION OF THE ASSESSMENT PROCEDURE 187
All her themes except one concern the primary process: preparing, giving,
and evaluating lessons. In the first theme, 'Learner-based teaching', she
elaborated on her belief that students should do things with the language.
She gave evidence of her efforts to introduce learner-based activities in her
lessons. The second theme relates to her functioning as a member of the
English department and documents how members of the English Department
take decisions. The minutes of department meetings demonstrate that she
raised the issue of the acquisition of a new syllabus that is geared towards
current educational goals and her willingness to construct a checklist that
contains the most important criteria by which syllabi are judged. It also
shows her willingness to do preliminary selection work with two other
colleagues. The minutes of the meetings also show that most of her
colleagues stressed a grammar-oriented approach to EFL teaching. We
discuss the third theme, 'Classroom management', at greater length below.
The fourth theme concerns an experimental project in which students in 4th
grade worked with a logbook to help them plan and evaluate their reading
of English texts. Helen made an evaluation form for her class to find out
what the students thought about the logbook. Helen's conclusions point to
the fact that the students were left too much to themselves all of sudden
and could not handle so much freedom. The fifth theme concerns Helen's
preparations for the final oral examinations: both the students and Helen
felt nervous about the upcoming examinations. She prepared herself by
listening to tapes of oral examinations held by her colleagues and organizing
pilot tests for her students. The sixth theme documents her attempts to
help the students to read and analyze a novel. We present an overview of
the contents of Helen's portfolio in Box 4.27. We clarify the contents of her
portfolio by providing brief descriptions of the evidence that was added to
each topic.
Box 4.27 Helen's portfolio
1. Background
2. Beliefs about learning and teaching
3. Introduction to the six themes
4. Reflections and conclusions per theme
5. General conclusions
Theme 1 : Learner-based teaching ISubdomam IA and Domain I)
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-Evidence 1.1. An evaluation of the use of learner based materials in two different grades and
suggestions for improvements Two different writing assignments for 2nd and 3rd grade students
constructed by Helen and student work on these two assignments (23 students and 11 students]
-Evidence 1.2: Speaking assignment (role play) for groups of four in 4th grade.
-Evidence 1.3 Speaking assignment for an oral project in 4th grade, in which students are given a
choice and the criteria on which to judge each other.
-Evidence 1.4: Listening assignment in which 2nd grade students compare two pop songs
-Evidence 1.5: Test for 1 st grade students with one open assignment accompanied by the work of eight
students.
-Evidence 1.6: Two newspaper articles with a reading and writing assignment for 4th grade students,
accompanied by the work of seven students.
-Evidence 1.7 Speaking assignment to replace exercises in a 2nd grade workbook
Theme 2 Meetings of the English department (Subdomain III B|
-Evidence 2.1. Part of the minutes of a meeting in which criteria for the new syllabus are summarized
-Evidence 2.2 The core curriculum objectives.
•Evidence 2.3: The minutes of three English department meetings, with a proposal about how to go
about the selection of a new syllabus
Theme 3: Classroom management (Subdomain IIIA)
-Evidence 3.1. Observations and reflections on the videotaped lesson in 1st grade; a lesson plan;
textbook materials; the video; and a minute-by-minute commentary on the lesson
-Evidence 3.2: Program of a professional development activity about "How do I help students and hold
my ground".
-Evidence 3.3: Floor plan of the videotaped class with the names of students
Theme 4: The logbook (Subdomains IB en IE)
-Evidence 4.1: Student assignments for 4th grade students and student magazines.
-Evidence 4.2: Criteria for judging student projects.
-Evidence 4.3: Three students' logbooks.
-Evidence 4.4: Completed evaluation forms and the overview of the outcomes of the evaluation for the
whole class (27 students).
Theme 5: Pilot testing final oral examinations (Subdomains IID and IE)
•Evidence 5.1 : Four students' book reports about a series of books according to a specified format.
-Evidence 5.2: Helen's preparatory notes for the pilot tests.
-Evidence 5.3: Tape of pilot tests with four students
Theme 6 Literature in fourth grade. (Subdomain IIG)
-Evidence 6.1: Reading questions and assignment for literature reading lesson, test questions for
students; different questions for groups of three students
-Evidence 6.2. Test and student responses on the test.
•Evidence 6.3: Reading progress report
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The evidence that supports her reflections and conclusions can be grouped
in the following categories:
- Evidence that directly relates to Helen's performance: the video recording
of her lesson; her running commentary on this lesson and her reflections;
the tape with the oral examination of four students; preparation notes;
lesson plans; tests; and numerous assignments constructed by Helen.
- Evidence originating from others and pertaining to Helen's performance.
In Helen's case, this is almost exclusively from students. There is quite a
bit of evidence about how students performed on the assignments and
tests that Helen set. Included are the results of an evaluation put together
by Helen with questions about the students' experience with the logbook.
- Evidence provided by others with reference to the contexts in which
Helen works. The minutes of the English department meetings give an
impression of the context in which Helen worked and an indication of
how she functioned in this context. Other materials in this category were
some pages from a Teacher Resource Book, other texlbook materials, the
core objectives for the Basic Education, and an overview of a professional
development training in which Helen took part.
The evidence in Helen's portfolio provides us with a picture of what Helen
and her students did. There is little to tell us what others thought about
her as a teacher or of her teaching, apart from the results of the evaluation
form in Theme 6. Only implicitly and indirectly do we gel an impression of
what her colleagues thought about her: They trusted her to come up with
proposals for a new syllabus for the lower forms (Theme 2).
The contents of her portfolio illustrate her personal concerns: her struggles
with living up to her views of good language teaching. This returns in each
of her themes in one form or another. The portfolio documents her plans for
communicative activities that are motivating for students and that require
an active contribution from students and shows her difficulties in putting
her plans in action. Her portfolio also makes clear that she functioned in a
context in which views on language teaching varied from her own and that
affected her teaching in important ways. She was required to use a textbook
that was not aligned to the core objectives that require a communicative
approach to EFL teaching. She was not free to use the syllabus in ways
that suited her own ideas, because she had to cover the same content as
her colleagues. Another way in which her teaching was affected was that
students were used to whole-class instruction and had not developed the
skills needed for other types of instruction.
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Theme 3 is about classroom management and has the title "You would like
students to listen and follow up on your instructions, but they do not always
do this. You are responsible for ensuring that a lesson period is well spent.
How do you manage a class?" It contains Helen's descriptions, minute-by-
minute commentary on the videotape, and reflections on one of her lessons
in first grade. The lesson did not work out as Helen had expected. This theme
is accompanied by several pieces of evidence. The theme itself consists of
an enumeration of factors that influence the classroom climate: the school
culture, the school management, the size of the class, the age of the students,
the level of the students, the season, and, last but not least, the teacher.
She elaborates on these factors to some extent by referring to her own
experiences. In Box 4.28, we present Helen's reflections on the lesson. We
do not present this in full, but have selected some fragments in which she
refers to her own role. We have changed the names of the students to avoid
recognition.
Box 4.28 Helen's portfolio Theme 3: Classroom management
Evidence 3.1 Observations and reflections on the video taped lesson
In the lessons preceding the video taped lesson, the students m this class gradually became restless
Once before, I had to dismiss two students. Erna and Anna, because they were shouting time and
again at the tops of their voices. But such an incident can easily be isolated and dealt with. The same
was true of the lesson that preceded this lesson. I had to dismiss Alex at the beginning of the lesson
because he had kicked Robert in his stomach. Afterwards, Alex said that he sometimes flew into a rage
and that he could not control himself.
My relationship with Anna is a little complex She hates school and teachers in general. Individually,
I get on quite well with her and then she is quite friendly, but, in the classroom, she always wants to
be at the center of attention, mostly in negative ways. Anyway, she has a special position in the class
The rest of the class normally accept that Anna cannot be dismissed all the time....
When I told them the lesson would be video taped, they showed strong reactions. They indicated
that they were going to make a mess of it. This should have warned me, but I must say I had never
expected this.... Luckily, there is the day after. The first student offered me a peppermint, the second
her excuses. I started the lesson with fire and brimstone. I pointed out the rules they had broken. ..
It still astonishes me that I reacted so passively during the lesson I never expect students to keep their
mouth shut during the whole lesson and I usually have the situation more or less under control When
they have finished with an oral exercise, they go on by themselves, mostly quietly and now and then
asking each other a question. I can see when everybody has more or less finished. Then, I ask for their
attention and ask them to do the oral exercises in turn. This has always worked fine: letting them go
and then pulling them back, letting them go and pulling them back, etc. Some students misbehave now
and then, but usually they allow themselves to be corrected. After the second or the third warning, they
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get extra work and this works fine with them. One other thing that I usually do is to tell the students
when they must have finished.
During the lesson, there was a serious lack of organization on my part.... The lesson became a model
example of how you should not do it. It makes you feel awful for a couple of days until you realize that
it is only a picture at one given moment . But you have to just carry on and stick to what you agreed
The students felt instinctively how tense I was and they noticed that I did not know how to react.
Another problem was that it was very hot in the classroom. I was sweating like mad and ran around
like a chicken. What a nightmare .
Luckily, there are always colleagues to help. A trouble shared is a trouble halved. During a staff
meeting, this class was discussed extensively.. . I have always found it important to talk to the class
tutor and to the deputy head about my problems with a class. .
Helen had not expected the students to misbehave in the way they did nor
did she have an explanation for her own behavior and her lack of control.
In the portfolio interview, she offered one explanation for her inability to
act. She said that she had not wanted to be unfriendly on the video. It
seemed that the video caused strong reactions not only from the students
but also from Helen. In Box 4.29, we present excerpts of her minute-by-
minute commentary on the video lesson. The left hand column indicates the
time.
Box 4.29 Helen' portfolio Theme 3: Classroom management
Evidence 3.1 Excerpts of minute-by-minute commentary on the video lesson
2' I handed out reading cards It would have been better to ask one of the students to do this ....
Anna hit Erna. I spoke to Anna, while still handing out the reading cards. Therefore, I did not see
Sarah asking a question.
3' Finished handing out reading cards. Class was restless. Video distracted them.
4' Waited for silence, one minute, not quite still yet, but I had their attention .. They were
listening to the tape and reading the text.
9'45" Anna shouted that she wanted to read aloud. She knew that students take turns to do this. So. I
told her to wait for her turn We had hardly discussed the text. This made me feel ill at ease
12' Explained and asked questions about 'a lot of' and 'much' Several students made suggestions. I
wrote a few things on the blackboard. Afterwards, I realized that I should have explained things
differently, but that is another point. It does indicate, however, that, for the second time this
lesson I could not concentrate on the content of the lesson. [The first time] I did not spend any
time on the introduction of the text nor on discussing the contents. Stress.
H'30"Lisa told Roger to 'piss off'. Roger often pesters her. At this moment, for instance, he was
making imprints with his dirty shoes on Lisa's coat. I heard something behind me and addressed
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Peter and Roger I did not understand why they were laughing and I could not react adequately.
I was irritated by their reactions and did not ask why they were laughing, but who had done this.
This is a useless question This group of four needed some strong talking to But I did not do
anything and the rest of the lesson they did nothing but annoy me . ..
24'10" Started with a little game, an exercise that is not in their workbooks. I was waiting for them to
get quiet, but it did not really get quiet. First handed out the assignments During the handout,
they were noisy That did not bother me so much. To get peace and quiet back was another
matter. ....
36'44" Who is not yet ready? [I] noticed that three groups had not finished but [I] did not allow them to
go on... .1 had not expected that quite a few students had done the exercises already. I was only
thinking of an alternative exercise they could do. At the same time, it was clear to the students
and to myself that this was an abnormal and chaotic lesson. I behaved differently and so did
they I gave up on the idea that things might change for the better. I should have reacted earlier
and more appropriately.
(Continues)
In the general conclusion of her portfolio, Helen looked back on the contents
of the portfolio and on her teaching in general. Constructing the portfolio
had given her an opportunity to reflect on her teaching and she appreciated
that. She mentioned that she was satisfied about her literature lessons. She
intended to try and increase the students' contributions to the content of the
lessons, and not to follow the syllabus too closely, as it forced her to use a
whole-class approach, which did not agree with her ideas. She also wanted
to use more authentic teaching materials in her lessons, especially in the
lower forms. The videotaped lesson had been an awful experience that in
her view was not representative of the way she usually taught. She intended
to lay down some new rules with her first grade students and stick
to them. In the portfolio interview, she mentioned the following as her
strong points. First, she had strong commitment towards the school and
her lessons, even though it was sometimes difficult for her to keep up
because of the sometimes disappointing contacts with other members of
the English Department. However, she had noticed that she needed only a
little encouragement to devote herself to her task again. Second, she tried to
maintain close personal contacts with her students, and with her colleagues.
Third, she was willing to learn and to look critically at herself and not give
up when something went wrong. Last, she gave students lots of individual
feedback. As this was time-consuming, she could not always live up to her
standards in this respect. One of her weak points was that she was always
working whether she taught 4 periods a week or 18 periods a week.
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THE WRITTEN TEST
Helen's score on the written test was 31 correct answers out of 40 questions.
In conclusion, the evidence on Helen's practice is, like in Alma's case, varied.
In her case, it is important to note that she struggled with a lack of time with
the simulations and that, in that respect, she could not really demonstrate
her capabilities. She also mentioned this in her evaluation of the simulations
at the assessment center. Her portfolio shows her extensive efforts to teach
according to her own views of communicative language teaching.
4.7 ASSESSORS'JUDGMENTS OF HELEN
In this section, we describe how Helen's responses were evaluated. As with
Alma, we focus both on the process and the outcomes of the judgment
process. To illustrate the process, part of the dialogue which took place
between the assessors when they were discussing their score for Simulation
1 planning, and excerpts from the notes of one of the assessors that underlie
her evaluative summary in Simulation 2 are presented. The assessors'
individual and joint judgments are reported in full. With respect to the
portfolio, we present the assessors'judgment of Theme 3 (Box 4.28 and 4.29)
and their judgment of the portfolio as a whole. There were five assessors
involved in judging Helen. We indicate the different assessors by the letters
of the alphabet: A, B, D, E, and F.
SIMULATION 1
PLANNING A LESSON
Assessors B and F assessed Helen's lesson plan in combination with her
oral explanations and her justifications of her decisions (Box 4.20 and
4.21). According to her own views, Helen had spent too much time getting
acquainted with the syllabus and, therefore, had not been able to finish her
planning. This influenced the assessors' judgments to some extent. In Box
4.30, we present their individual judgments of Helen's responses. They both
judged her responses to be inadequate.
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Box 4.30 Assessors' judgments of Helen's responses: Planning a lesson
Assessor B
Helen started the lesson by referring back to what had happened in the story in the previous lesson.
She activated the prior knowledge relevant to the grammatical part of the lesson Her goals for the
lesson were modest and rather vague for the students. Her grammatical goals were attainable in the
lesson The structure of 'to be going to' did not stand out clearly. There was very little for students to
hold on to, because she did not use the blackboard It was good that the students checked 4A together
with the teacher, but there was no joint check of 4B
She had not a worked out a plan for the listening activity because of lack of time.
She was aware of the difficulties the students might have, but this was more obvious for the listening
activity than the grammar activity She tried to keep the students involved by using a variety of
instructional formats and activities She stimulated the students to think of their own sentences and
to speak English. She offered the students that were fast some extra activities (4C|. She demonstrated
some awareness of the differences between students in a heterogeneous class.
2.01= inadequate)
Assessor F
With respect to the content of the lesson, Helen connected to the prior knowledge She had a limited
and attainable grammatical goal In her planning activities she assumed that structure 'going to' would
be adequately explained by reading Text H. There was no visual support on the blackboard. She
checked the grammatical form by doing exercise 4A with the whole class For Exercise 4B, she checked
the students at random. Helen showed awareness that goals could not be attained in one lesson She
spent no time on the difficulty of 'to be'
She activated prior knowledge with respect to the listening part of lesson first, global listening
and then focused listening. Her goals for the listening activity were rather vague. Roger' s plans
were important, but it was not quite clear how she intended to work towards her goals. Check on
understanding was limited
Helen had an idea of what was difficult for students, but she did not anticipate. The question is
whether she offered weak students enough support She has an eye for what interests students and
she justified her choices reasonably well She showed awareness of the differences between students
and she especially accommodated the faster students
2.0 (= inadequate!
It is clear from their discussion why they considered her plans as inadequate.
We present three points in the assessors' discussion of Helen (Box 4.31'
First, the fact that, in their view, Helen did not take into account the weaker
students in a heterogeneous first grade. They attached much value to this
point. They felt that she should have used the blackboard or spent more time
on the forms of 'to be'. In their view, Helen overlooked the structure and
explicitness that weaker students need. Second, they discuss her plans for
the listening activity. Last, Assessor F recapitulates and sums up what they
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saw as the strong and weak points of her planning. Preceding the part of their
discussion that is presented in Box 4.31, Assessor F and Assessor B read
their judgments of Helen's responses. This provided points of discussion.
Box 4.31 Discussion between Assessors B and F about the final judgment of Helen's
responses: Planning a lesson
Assessor F She does not offer much support to the weaker student.
Assessor B I focused on the opportunities she provided for the faster students. I think she expects
quite a lot from students.
Assessor F Yes, I agree It is a heterogeneous class. She draws a distinction between the faster
students and the others, but one has to take all students along, the MAVO students, too.
It is a pity when one loses one's weaker students.
Assessor B She has an eye for the faster students, but much less for the weaker students. Although
even for the faster students, it does not amount to much. She checked exercise 4C with
the whole class. Weaker students listened. In this way, the better students got even more
attention!
Assessor F Yes. that is frustrating. Apparently, she assumes that the weaker students will never be
able to do Exercise 4C.. .
Assessor B I still do not understand what her goals were for the second part, the listening activity.
(Reads his notes) "In a flow of words discover what they talk about. What is typical for
people in this sort of situation' Focused listening "
Assessor F Well, she said she had not been able to do that part of the lesson. I wondered whether
she had understood the exercise. She had not really looked at it and she had not listened
to the tape. She thought of a very nice, global listening question, then she asked them to
do 5A, and she did not come back to that question. I think that is a pity. .
Assessor F (Summarizes strong and weak points of Helen's performance) I think it is positive that
she aimed for attainable goals and that she had lots of ideas, for instance, about the
students working together and the good students helping the weaker students. She had
also thought about what motivated them, for instance, asking the students to talk about
themselves.... There is variation in her lesson and she activated prior knowledge. It is
also positive that she had an idea about the difficulties for instance, of Exercises 5B and 7,
because students depend on each other But she overlooked important obstacles and she
did not really do much with things she considered difficult. She did not use the blackboard,
there was no visualization. Because of a lack of time, she did not have a well worked
out idea about listening. She paid attention to the brighter students, but overlooked the
weaker students.
It seems that the assessors paid much attention to the fact that she did not
provide enough support to the weaker students, while they did not honor
the fact that she took faster students into account. The fact that she did
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not plan the second half of the lesson well was also a reason to judge her
performance to be inadequate. In their joint judgment, these points hold a
prominent position (Box 4.32).
Box 4.32 Joint judgment of Assessors B and F of Helen's responses: Planning a lesson
Helen connected to prior knowledge both with respect to the content of the story in the first part and
the second part of the lesson. She had modest grammatical goals that were attainable in this lesson.
Her goals for the listening part of lesson were not explicit. In the planning of activities, she spent little
time on 'to be going to'. She did not use the blackboard. The listening part was not worked out because
of lack of time. She checked her objectives in a limited way. She justified her choices reasonably well
She was aware of some of the difficulties for the students, but she overlooked important obstacles, like
forms of 'to be'. She tried to involve the students by providing a variety of activities and she stimulated
them to speak English She took the differences between the students into account, but only paid
attention to the brighter students. She was not aware of the needs of the weaker students.
2.0 (= inadequate)
l
SIMULATION 2
EVALUATING THE RESULTS OF A WRITING ASSIGNMENT AND PLANNING FEEDBACK
In this simulation, Helen evaluated two of the four student letters. In Box
4.33, we present part of Assessor D's notes. In the left-hand column, she
recorded Helen's verbal explanations and, in the right-hand column, her
interpretations of her records. Assessor D's records and interpretations
concern the criteria 'makes an adequate analysis' and 'provides constructive
feedback'. Her records and interpretations are based on Helen's notes (Box
4.22) and her oral explanations (Box 4.23).
Box 4.33 Excerpts from Assessor D's records and interpretations of Helen's responses:
Evaluation of student letters
Records
Sometimes corrects mistakes, but mostly in such
a way that the students can find them out for
themselves. It is more a hint. If they do not
understand, explain in class 'Long time' can be
for a long time, but can also refer to tenses
" for extra comments, etc. Gr= grammar, Sp =
spelling Students know these symbols. Yona and
Caroline have good lay-out, but are grammatically
Interpretations
Her analysis is not very transparent. She tries
to motivate the students to search for their own
solutions for their mistakes by giving them hints.
It is a pity that these hints are not easy to
understand. She has a good impression of the
level of these two students (she only looked at
two letters). She knows quite well what she finds
important in the letters: lay-out, grammar, and
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quite different She uses three criteria: Lay-out,
grammatical correctness, and content of the
letters. Students usually get criteria beforehand
but not this time. This is the first letter. Better
start with an open mind
They have a right to know on what points they
are going to be assessed. Writes comments on the
letters 'Take good notice of lay-out!' or 'If. .then'.
'Don't forget about word-order1' These comments
are brief and concise. Speaks to Yona separately, her
case is too complicated for just written comments
Does not discuss anything with the whole class
unless many students make the same mistake. Gives
individual comments on the letters When returning
letters, gives some comments, like 'it is better than
last time' or 'you have not really spent much time
on this letter'. Students have their grammar book
and they can look up mistakes themselves With
the help of grammar book, they can correct their
mistakes They are able to do that.
content She makes use of what the students
have done in the previous lesson. Helen normally
provides the students with evaluation criteria, but
did not for this first letter This can be motivating
for students She admits that her comments on
the letters are not always clear to students, which
may not be stimulating. She gives hardly any
positive feedback and, when she does, it is only
verbal and not always appropriate The students
are given hints to help them improve on their
letters, but it is doubtful whether this is adequate.
In addition, she does not check whether the
students corrected their letters.
Assessor D's records follow Helen's oral explanations quite closely (compare
with Box 4.23). Below, we present the assessors' individual judgments of
Helen's responses to Simulation 2. In comparison with Assessor D, Assessor
A's judgment is more elaborate and more positive. She assigned an adequate
score and Assessor D assigned an inadequate score. Assessor A is especially
more positive about Helen's expectations that the students can look up
mistakes themselves and the fact that she wants them to use their grammar
book for this. On most other points, they show agreement.
Box 4.34 Assessors' judgments of Helen's responses: Evaluation of student letters.
Assessor D
Helen's analysis of the letters was not very transparent. She had a good impression of the quality of
the letters. She had a very clear idea of what she found important in the letters: lay-out, content of
the letters and grammar She connected to prior knowledge Her feedback was motivating in the sense
that she intended to provide students with the criteria by which she evaluates letters. Her individual
comments on the letters were not always motivating, nor easy to understand. Her hints for improving
the letter were not always effective. In addition, her feedback was not always appropriate There was
hardly any positive feedback. The instructional formats were limited. The link to the new assignment
was good.
2.01= inadequate)
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Assessar A
The way Helen corrected the letters was rather ambiguous The symbols she used and her hints were
difficult to interpret. She had a good view of the level of the letters of the two students she corrected.
She had a clear view of what she thought were important points to pay attention to: lay-out, content
and grammar. Her feedback focused on the mistakes the students made and her positive feedback
was formulated in very general terms, and directed to those students that attracted her attention. Her
method of telling students beforehand on what criteria they are going to be evaluated and requiring
students to use their grammar book for looking up grammatical mistakes was positive. For herself.
Helen had a clear goal for when she returned the letters to students to help the students to revise
their letters by giving them hints and requiring them to look up mistakes in their grammar books. Her
teaching methods were focused on the individual correction of the letters. Her ideas about the new
assignment link up with the previous one with respect to content, but seem difficult.
3.0 (= adequate)
It would be interesting to present their discussion, since they did not agree
on the score. However, the quality of the tape was inadequate and their
discussion was mostly inaudible, but it is evident from their joint score
that Assessor D convinced Assessor A of her views. We present their joint
judgment in Box 4.35.
4.35 Assessors' joint judgment of Helen's evaluation of the student letters
Joint judgment of Assessors A and D
Helen did not correct the letters in a transparent way. Her symbols were difficult to understand.
She had a good idea of the quality of the letters. She used three criteria: lay-out, grammar, and
content and she made connections with previous content. Helen told her students the criteria on
which she assesses letters, and this is motivating. Her specific feedback to students was not always
very informative Helen did not give positive feedback except informally when returning letters to
the students. The students were given clues to enable them to correct their mistakes, but were they
sufficient? When returning letters to the students, her goal was to enable the students to make a new
step. Students first had to revise their letters with the help of her hints and their grammar book. Her
teaching methods focused on students individually correcting their own letters. The new assignment
connects to the current assignment but is more formal and quite difficult.
2.0 (= inadequate).
SIMULATIONS
SELECTING, CRITIQUING, AND ADAPTING MATERIALS FOR A SERIES OF SPEAKING ACTIVITIES
The assessors based their judgments of this simulation on three different
types of evidence. They examined Helen's written evaluation of the speaking
assignments (Box 4.24), and they observed Helen's discussion with J. (Box
4.25), and, finally, they evaluated her individual explanations of why they
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had chosen particular assignments and decided on a specific sequence
of activities (Box 4.26). In Box 4.36, the individual and joint judgments of
Assessor A and Assessor 8 are presented.
Box 4.36 Assessors' individual judgments and joint judgment of Helen's responses:
Selecting speaking assignments
Assessor A
Helen used different criteria in judging the assignments, mostly didactical and organizational criteria. She
applied them very thoroughly. She showed a good understanding of the assignments and what students
can learn from them.
In discussing the assignments with J. she kept a close eye on how their discussion proceeded. She
demonstrated her communicative and co-operative skills She managed to defend her point of view guite
well and provided arguments for her points of view.
In the individual interview, she justified her choice of exercises and the order thoroughly and demonstrated
an understanding of how to teach speaking.
50 (= outstandingl
Assessor B
Helen evaluated the speaking exercises using different criteria She emphasized didactical and
organizational criteria. The students' motivation was less often mentioned, but was certainly not
considered unimportant. The test the students have to do at the end of the course was an important
standard for making decisions about the type of assignments that should be selected. She demonstrated
a good understanding of the problems involved in organizing speaking lessons, for instance, how to
introduce different parts of a complicated exercise. In the discussion with J, she paid attention to how
their discussion proceeded She was strong in her communication. She paid attention to her colleague's
views, but also argued her point of view. She was capable of giving and taking in the conversation.
The justification of the order of speaking exercises was clear Knowledge and understanding of teaching
speaking were also evident from reasons given for not selecting exercises or adjusting them.
5.0 (= outstanding)
Joint judgment of Assessors A and B
Helen evaluated the exercises using different criteria The emphasis was on didactical and organizational
criteria. The motivation of students was important in the sense that she felt that the students should
have something to say about the topic. In making decisions about the order of exercises, the test
was considered important. The extent to which exercises would prepare students for the test was the
main criterion for selection: learning how to take part in a discussion, how to give an opinion, and
how to identify with a role. In the discussion with her colleague, Helen paid attention to how their
discussion proceeded and showed that she has co-operative and communicative skills In the individual
interview, she justified her point of view convincingly with respect to the choice and the order of speaking
assignments. Helen demonstrated a good understanding of how exercises should be introduced to
students and how they should be carried out.
5.0 (= outstanding)
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While the other two simulations were not judged favourably, in Simulation 3,
she received the highest score possible. This is not surprising in view of her
portfolio. The contents of her portfolio demonstrate that Helen has had much
experience with different types of assignments and she has developed a lot
of expertise on this point.
THE PORTFOLIO
Two assessors judged Helen's portfolio. They evaluated the separate themes
and made a judgment on the portfolio as a whole. Like in Alma's case,
we have selected the theme that contained her reflections on the recorded
lesson that was the only piece of evidence of interactive teaching (Box 4.28
and Box 4.29).
Box 4.37 Assessors' judgments of portfolio Theme 3: Classroom management
Assessor E
In this theme. Helen reflects on her lesson in 1 rn/h The description of what happened is thorough, but
her conclusions are more difficult to find She reflects on her own actions and the effects of her actions
on the students. She is certainly very critical, but I miss ideas for how to deal with the situation
2.0 (= partly meets standards!
Assessor A
Helen first discusses the factors that more generally affect the classroom climate and teacher-student
relationship. Her analysis of what went wrong in the lesson is thorough. She also realizes at what
point she should have reacted differently, but she does not realize the possible effect of her lesson
plan on the students' reactions. Does she expect too much from her students'' Her minute-by- minute
commentary illustrates that she is critical of herself. When she saw students again the next day she
tried to do something about the situation by preaching to the students and focusing on the 'rules', but
it is questionable whether just the rules were the problem
2.0 (= partly meets standards).
Assessors E and A do not agree about whether Helen took action on the basis
of her reflections. Below, we present their judgment of the portfolio as a
whole. Here, the two assessors have answered the question of to what extent
the portfolio shows a coherent picture of Helen.
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Box 4.38 Assessors' judgments of Helen's portfolio as a whole
Assessor E
This portfolio demonstrates some personal development because Helen often indicates what she would
do differently. As she indicates herself, a period of 4 to 6 weeks is too short to show development. As
she wrote in the introduction about her beliefs about teaching and learning, motivation and student
activity take a central place in her teaching Her portfolio gives extensive evidence of her efforts
to bring her ideas into practice and to experiment with student centered styles of teaching (Theme
1. Theme 4. Theme 6] She adopts an open and critical attitude (Theme 3). This can be seen in the
evidence she provides Her portfolio gives evidence of a conscientious teacher (Theme 5| who is
prepared to examine and evaluate how she functions, but who still experiences the difficulties of a
beginning teacher (Theme 3). Because of her open and critical attitude, she may well develop into a
competent and flexible teacher.
Assessor A
The portfolio gives a good picture of the way she works. She tries to put her views about foreign
language teaching into effect, trying to make students active and to involve them in the lessons She
experiments with different types of assignments (Theme 1). She attempts to connect to what students
need (Theme 5| and help them to become more autonomous (Theme 4, Theme 6). The portfolio shows
a picture of someone who is interested in the didactics of teaching and who has developed, adjusted
and experimented with lots of materials (Theme 1 ), She operates in an environment that holds different
opinions about good language teaching (Theme 2] She is active and critical and makes high demands
on herself. Putting her ideals into action is quite difficult because she does not choose the easy way
out (Theme 3) There is some danger that she may expect too much of herself and may not be able to
live up to her ideals.
THE WRITTEN TEST
Helen attained a score of 31 out of 40 questions. She achieved one of the
highest scores.
4.8 THE FEEDBACK REPORT TO HELEN
In this part, we present the feedback report given to Helen. For more
background information on how the information from the three sources was
combined, we refer to Section 3.5. As we indicated before, the author was
responsible for combining the information and writing the feedback report.
As we have indicated, the feedback report served a double purpose. First, it
served the professional development purposes of the assessment, but was
also a check. The candidates should recognize themselves in the descriptions
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and feel that the report gave a fair interpretation of their performance. As we
stated in Section 4.1, Helen's case emphasized the importance of collecting
varied evidence using different types of methods. Her performance on two
of the three simulations was judged to be inadequate. The third simulation
showed a different view. The portfolio confirmed Helen's good performance
in Simulation 3 and presented an image of a teacher with strong views on
foreign language teaching who tried to realize her ideals.
Box 4.39 Feedback report on Helen
( . . . )
Simulation 1 Planning a lesson
In our view, you built up this first part well by referring to the story and activating prior knowledge You
directed the students' attention to the content of the lesson. Your goals for this part of lesson were
modest and attainable. We think, however, that weak students need more support with 'to be going to'.
for instance, they need some visual support on the blackboard In our view, you switched too quickly
from the diagram to the workbook, the more so because you yourself stated that students often make
the mistake of saying 'you going to leave for Spain'.
Then you switched to second part of the lesson, the listening part. You did this by activating prior
knowledge by asking about Roger and by raising the students' expectations about what they were
going to listen to This part of the lesson was less well worked out, because you did not have time to
listen to the tape. You did not have a clear view of this part of the lesson and we find it difficult to
pronounce judgment on it.
With respect to the difficulties students may have, you appear to have had a good idea of what would
difficult for the students, except for the forms of 'to be'. You kept the students interested by involving
them personally (exercise 4B), stimulating them to speak English, and using different instructional
formats. You showed awareness of the differences between the students and took them into account
by providing brighter students with some extra challenges
Simulation 2 Evaluating the results of a writing assignment and planning feedback
In our view, you did not correct the letters in a transparent way. The symbols were not always
meaningful and your hints/directions not always easy to understand. The criteria by which you
corrected letters were connected to what the students had done in the previous lesson. You set
yourself some clear priorities. You find it important that students know on what criteria they are judged.
and we agree that this is important You did not tell them this for the first letter, because you wanted
them to do the assignment with an open mind.
We think it is motivating for students to know the criteria they should meet. You gave the students
individual feedback by writing some specific comments on the letters and you gave some students
feedback when you returned the letters, some positive and some slightly critical. While we think it
is good to write specific comments an students' letters, we think it is a pity you did not write some
positive feedback on the letters themselves.
The students had to revise their letters with the help of your hints and a reference grammar. We think
this is good in principle, but we have some doubts about whether the students had enough to hold on
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to, even though you walked around to help them You see writing mostly as an individual affair and
your instructional formats were very much focused on individual work. We approve of the fact that
your goal was focused on the revision of letters, but we believe you left it too much to students to
decide whether they would do this The new assignment made the switch to formal letters You gave
the students stencils with directions about lay-out, and how to build a good structure by providing other
linking words. We approve of the fact that you kept the content very similar to that of the first letter,
and that you gave extra attention to paragraphs and structure, but we think that a letter to the editor
is quite difficult
Simulation 3 Selecting, critiquing, and adapting materials for a series of speaking activities
You formulated your criteria by analysing the test the students have to take at the end of the series of
speaking lessons: the students have a debate in groups of four, about a given topic which they relate
to their own experiences, but from the perspective of the role they have been given. They have to
argue their position and provide arguments for their position. Subsequently you analyzed exercises and
examined whether the exercises could contribute to helping students practise these points. Whether a
topic would motivate students, played a role, but the decisive factor was whether students would learn
to give an opinion, and to work in groups, etc. You also find it important that the students practice the
same things as they will be required to do in the test. In your view, entering into a role is something
that has to be learned. You also employed other criteria like whether the exercises required guided to
free work on the part of the students, and the availability of linguistic help. In collaboration with J.,
you showed that you had an eye for the procedure of the discussion ('Shall we first compare what is
the same', 'let's have a look at the sequence', 'What do you think?'). You summarized the discussion
now and then You also stuck to your opinions, while arguing your views convincingly. However, you
were also prepared to adopt J.'s views when you thought she had a point.
In the individual interview, you underpinned the order from guided work to work requiring less guidance,
from providing much help to less help, from working in pairs to working in groups of four, and learning
to enter a role. The adjustments you proposed in order to make exercises more suitable seem valuable
and useful. You carried out this simulation well.
( ..)
Portfolio Theme 3 Classroom management.
In your analyses and reflection on this lesson, you stated you were dissatisfied with how this lesson
went. You offered the following reasons Students had strong reactions beforehand when they heard
that the lesson would be recorded, and reacted differently during the lesson In addition, it was terribly
hot in the classroom You yourself also played an important role You did not want to come across as an
unfriendly person. You checked yourself and did not take action when it was needed. You also realized
that you find it more difficult to handle MAVO/HAVO students than HAVO/VWO students You offered
as an explanation the fact that your background is VWO.
We think that you analyzed the situation well A point of attention for you seems to us the different
of ways of handling students. From our restricted view of the situation, we feel that you might
overestimate these students and offer them too little structure (for instance, because your steps are
too big) and maybe that explains their behavior in some ways
The written test
You had 31 out of 40 questions correct. You had one of the highest scores on the test.
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General conclusion
In the verbal explanation to your portfolio, you mention that you have two strong points: your strong
commitment and your willingness to learn by looking critically at yourself (Domain III: promoting one's
own professional development). With respect to your commitment, we agree with you From your
portfolio, your thorough and well considered approach is evident again and again. An illustration is
the way in which you prepared your students and yourself for the oral examination (Theme 5), and
the way you try to realize your ideas about foreign language teaching (Theme 1) You are not afraid
to experiment and that is an important factor in your growth as a teacher Your commitment is also
evident because you function in an environment that holds quite different views of foreign language
teaching to your own (Theme 2). Your willingness to learn and your critical attitude are also apparent
from your portfolio You make heavy demands on yourself and you are quite critical of yourself You
feel that a portfolio made over a period of six weeks cannot give a complete picture of what you know
and can do The other side of your thorough approach became clear from the way you carried out the
simulations Your systematic approach was the reason for a permanent lack of time (Simulations 1 and
2). You made this point, too You could not always meet your own expectations
You have demonstrated that you are well up in the didactics of foreign language teaching This is
evident from your portfolio, but also from Simulation 3, and the written test (Domain III We consider
one of your strong points to be that you consequently think about what students learn from doing
certain exercises and activities. In addition, you continually think of the relation between your goals for
the students and how you will help them to reach those goals (Domain I). A weaker point is how you
adapt your ideas about good foreign language teaching to weaker students and, in respect of this, how
you try to create a good class climate.
As with Alma, we conducted a telephone interview with Helen to find out
whether the information in the report matched her own views of how she
functioned and whether she thought it was a fair description. We also wanted
to know whether it gave her any ideas for further improvement. We first
asked whether she recognized herself in the report and whether it was a
good description.
- Most of it fits in with how I see it, especially what was said in the general
conclusion about the weaker students. I also agree with what was said in
the general conclusion about the fact that there is a reverse side to my
systematic approach. This is something I recognize and that I do not really
know how to deal with. I struggle with a constant lack of time. I spend all
my free time preparing and I do not know how to manage my time better.
However, there were a few small things in the report that I thought were
not quite right. I am not quite sure whether I said this or whether what I
meant was misunderstood. For instance, with the simulation evaluation
of student letters, I think I would most certainly check whether students
revised their letters. I have to think about that what was said about my
use of symbols. There was one other thing, what the report said about the
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student contributions in Portfolio Theme 6.1 see that differently. Trying to
take the students' own perceptions of what they find difficult into account,
I see that as a kind of student contribution....
- Yes, I think that the report gave a fair description of my teaching. I could
not really believe that the simulations would provide any meaningful
information. The portfolio gave mean opportunity to show what I did and
provide a picture of what I did, but the simulations did not. However, I was
amazed what came out of it.
- Suggestions for improvement? I think the most important thing is what
was said about dealing with weaker students. It gave me a completely
different view on how I do things. I have become aware that I find it
more difficult to deal with lower level students. I misjudge them and then
they become troublesome and start to protest. Then again, it is more
difficult to explain something clearly. There is a kind of domino effect. The
comment in the report really helps me to try to do things in a different
way.
Helen mentioned two points on which the report had not quite interpreted her
words according her intentions. It is interesting that the point about the weaker
students appeared to provide her with a new insight that fitted with her own
experience and that helped her to view her teaching in a different light.
4.9 SOME FINAL REMARKS
In this chapter, we provided an illustration of the assessment procedure
by means of an in-depth description of two candidates. This description
serves to illustrate the types of evidence that have emerged from the three
instruments and the process by which this evidence was judged. First, the
two cases show the complexity and the variety of the evidence that is
gathered by using the three methods. Second, the description provides a
view of the process by which this evidence - guided by the criteria - was
reduced. Third, the description demonstrates that the complexity of the
candidates' performances was retained by the scoring procedure and by the
way the results were communicated.
The two cases demonstrate the importance of using multiple methods
and multiple lines of evidence that form the basis for making inferences
about the candidates. If we had based our inferences about Alma and Helen
only on the recorded video lesson, we would have had a distorted view
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of their capabilities. The descriptions of the two cases also illustrate that
it is vital to look for patterns and discrepancies across the different types
of evidence provided by the three instruments. Alma received a high score
on the written test and she performed adequately on Simulation 2, more
than adequately on Simulation 1, and outstanding on Simulation 3. Her
portfolio showed mixed evidence. By looking at the evidence from the three
instruments, a coherent picture about her emerged. The simulations and
the written test showed that she performed well in these more standardized
situations. The portfolio showed that in her actual teaching practice, she had
set only the first tentative steps and that the process of learning to act
on what she knew and found important was in its initial stages. Helen
received a high score on the written test, but she received an inadequate
score on the first two simulations and an outstanding score on simulation 3.
The assessors awarded her portfolio themes with the highest score except
for Theme 3. Her portfolio themes showed that she was trying to realize
conceptions about good foreign language teaching that fit in with current
conceptions about language teaching that emphasize students' active and
personal involvement in what they learn and foster more independent forms
of language learning. Her portfolio demonstrated that she was fully engaged
in experimenting with these ideas but her portfolio also demonstrated that
realizing these ideas is difficult in itself and certainly more difficult in her
specific school situation. Helen's portfolio provided information that gives
cause to reinterpret the information yielded by the simulations.
The discrepancies between the assessors' judgment of Helen on the first
two of the three simulations and the assessors' judgment of her themes in
the portfolio and her score on the written test need an explanation. We offer
three possible explanations as to why she may have been judged inadequate
on two of the three simulations, which may account for the discrepancies.
First, it may be that the format of the simulations restricted her performance.
She had problems getting adequately prepared within the time allotted to
her. She also stated her objections to working with an unfamiliar textbook. A
second explanation may be that the assessors did not value her responses
sufficiently. In judging her responses to Simulation 1, there is some evidence
that the assessors had difficulty in understanding some of her responses
(Box 4.31) and so they may have misunderstood her. This may have
influenced their judgment. A third explanation may be that the criteria
did not encompass her responses or obstructed an understanding of her
achievements. There is some evidence for this in the assessors' judgments
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of Simulation 2. While both assessors agreed about the ambiguity of Helen's
corrections (Box 4.34), much depended on the value that was attached to
Helen's statement that she consistently worked with her correction system
and that her students were thoroughly familiar with her system. How the
assessors subsequently judged the feasibility of Helen's approach to the
revision of letters by the students relates to this point. Assessor D clearly
questioned students' abilities to revise their letters themselves with the
help of Helen's hints and by using reference grammar books to correct
mistakes. Her portfolio provides evidence that she was very much engaged
in efforts to give students more responsibility for their learning, and may well
have developed ways of working with students in which her approach was
effective. While it is difficult to judge whether these explanations account for
the discrepancies, it does indicate the importance of using multiple methods
and multiple lines of evidence. The descriptions of the two cases also clarify
the importance of trying to get a comprehensive picture of a candidate by
combining the information from the different instruments and by attempting
to make sense of all the information.
The description provides an indication of how these two candidates
reacted in a given context and at a given time. The cases demonstrate that, in
order to get a balanced view of the candidates' performances the information
needs to be broad and based on a variety of sources and to be collected
using different methods. In addition, the need for experienced assessors is
evident, as is the importance of involving more than one assessor in judging
the candidates' responses.
5
DISCUSSION OF RESULTS AND RECOMMENDATIONS FOR POLICY,
PRACTICE, AND RESEARCH
In Section 5.1, we answer two research questions: (1) What are the
requirements for the development of an assessment procedure for beginning
teachers; and (2) Is it possible to develop an assessment procedure that meets
these requirements? The greater part of this section is devoted to answering
the second research question, as we evaluate in Section 5.1.2 the extent to
which the developed assessment procedure has met the 15 requirements
formulated in Chapter 2 (Table 2.1). We describe how each requirement was
realized and to what extent. We summarize this part of the discussion in
Section 5.1.3. In Section 5.2, we look back on the design and development
process. In Section 5.3, we discuss various points related to the development
of an assessment procedure by revisiting the issues described in the third
column of Table 2.1. In Section 5.4, we formulate recommendations for policy,
practice, and research that arise from the study.
5.1 DISCUSSION OF RESULTS
5.1.1 REQUIREMENTS FOR THE DEVELOPMENT OF AN ASSESSMENT PROCEDURE
In order to investigate the first research question, we examined different
types of studies to find starting-points for the design and development
of beginning teacher assessments. We started with studies on teacher
thinking, teacher development, teacher learning, and teacher knowledge.
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These studies contained information on current views on the nature of
teaching, how teachers learn and develop, and what teachers need to know
in order to teach well. The second type of studies consisted of studies and
reports on teacher assessments that have recently been developed or are still
under development. Finally, we used studies that specifically address validity
and reliability issues connected with these new forms of assessment. Our
examination of these studies resulted in a framework that consisted of fifteen
implications together with an indication of the foundations or rationale on
which the implications rested (Table 2.1). This framework also included a list
of unresolved issues that needed further attention.
The implications served as requirements for the design and development
of teacher assessments. Some of the requirements referred to points
about teachers which should be assessed and types of performance. Other
requirements indicated that the process through which teacher assessments
are developed merits close attention and acknowledged that teachers should
be closely involved in the formulation of performance standards and in the
development process in order to create support for and acceptance of the
assessment. Yet other requirements pointed to the assessment methods by
which teachers should preferably be assessed and specified a set of quality
criteria to provide directions for the design and selection of valid assessment
methods. Together, the 15 requirements proved useful for the development
of an assessment procedure for EFL teachers.
The requirements shared a common perspective: the importance of
continuing to learn for a teacher throughout his or her career and the
significant influence of assessment on this learning. Granting candidates
an active role in the assessment: their interpretations of what they do and
try to achieve in view of the context in which they operate and against
explicit standards and criteria, should provide the evidence on which they
are judged. Standards and criteria should not prescribe a particular way
of teaching but form a common point of reference. Standards and criteria
should be given firm support by the teaching profession and serve as
internal standards and criteria rather than as external standards that are
imposed on teachers. The candidates should engage in meaningful tasks/
activities that reflect real teaching situations. The assessors should be
knowledgeable and have a good understanding of the contexts in which
the candidates operate. The judgments of the candidates' performances
should be qualitative and reflect the understanding that beginning teachers
develop at different rates and in different ways. The reporting of results to
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candidates should attempt to contribute to the professional development
of the candidates.
5.1.2 EVALUATION OFTHE DEGREETO WHICH THE REQUIREMENTS HAVE BEEN MET
In this section, we answer the second research question by describing
how each requirement of the framework was realized and by underpinning
our judgments with arguments. Subsequently, we indicate whether, in our
view, we met, partially met, or did not meet the requirements. In making
judgments about the extent to which a requirement was met, we evaluate
how it was met in the total procedure. We refer to relevant parts of Chapters
3 and 4 to further support our judgments. Table 5.1 presents an overview of
our judgments.
/ BOTH ACTIONS AND COGNITIONS SHOULD BE ASSESSED
This requirement resulted from the view that, in order to assess teachers,
we should examine a teacher's actions and gain insight into what a teacher
is trying to achieve, how he or she is trying to do so in view of the
particular situation and why. The adequacy of a teacher's actions can only be
understood in the light of the teacher's goals and his or her perceptions of
the situation.
The first instrument, the written test, only assessed relevant knowledge
about principles, facts, concepts, and strategies that form important
knowledge for EFL teachers (see Section 3.3.1). The main purpose served by
the written test was to supplement the evidence from the other instruments
and to establish that the candidate possessed the knowledge that is assumed
to be a prerequisite for teaching (Eraut, 1994). In the simulations, both
actions (and their results) and cognitions were assessed. The simulations
engaged candidates in activities like producing lesson plans, evaluating
student letters, and selecting speaking materials in collaboration with a
colleague. The candidates' cognitions were subsequently elicited by semi-
structured interviews in which the candidates were required to explicate
and justify their decisions. The cognitions elicited by the interviews in
combination with their written notes provided evidence of the candidates'
knowledge and skills in the three Domains (Appendix) which are assumed to
be conditional on the construction of tasks and activities (see Section 3.3.2
and Chapter 4). The portfolio assessed actions and cognitions in combination.
The portfolio required candidates to describe and reflect on certain aspects of
their teaching and to link their descriptions and reflections to actual instances
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or products of teaching, such as a video taped lesson, lesson plans, and
student assignments (see Section 3.3.3 and Chapter 4).
In our view, the developed procedure has met this requirement. While
the written test only assessed cognitions, the simulations and the portfolio
assessed both cognitions and actions or the results of actions (products) in a
variety of situations and in different ways.
2 TEACHERS SHOULD BE ASSESSED IN THE CONTEXT OF THEIR WORK
This requirement was formed in accordance with the view that teaching
presupposes a context. Teaching is always concerned with a specific content,
particular students, and takes place in a complex and dynamic situation. It
is important to assess candidates on test tasks/activities that approximate
tasks/activities in the real context.
In the written test, items consisted of short descriptions of a problem
situation and a question in which the candidate was asked to select an action
or set of actions that would be most appropriate in the given situation or
to select a response that would best explain a given situation. The set of
simulations represented realistic teaching tasks /activities that required the
candidates to take action and create a product by using knowledge from
different subdomains, like knowledge of the students and knowledge of the
methods of teaching certain types of content. Tasks/activities allowed the
candidates considerable personal interpretation and they were provided with
authentic teaching and student materials. In their portfolios, the candidates
collected evidence about their practices that was constructed in their own
teaching contexts and that reflected themes that were of personal concern
in their current practices. The portfolios offered evidence that did justice to
both persons and contexts.
In our view, we have met this requirement in the combined set of
instruments. The items in the written test were put in a context, but the
information about the problem situation was limited and the candidates
were provided with a given point of view and given interpretations of the
situation. The context was severely reduced and items tested isolated
pieces of knowledge. In the simulations, the context resembled a real
situation in important ways but was created. The situation, the age of the
students, the topics, and the resources to be used were all specified and
representative of EFL teachers' work. The candidates were asked to carry out
the tasks/ activities within these specifications. However, since the context
was specified and the tasks/activities were carried out in reduced contexts,
T
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they were somewhat artificial and only moderately sensitive to the contextual
nature of teaching. In their portfolios, the candidates gathered evidence
about their teaching in the real context, the school. The portfolio guidelines
specified the number of themes or topics to be documented and some of
the evidence that needed to be included. In contrast to the simulations, the
candidates selected their own topics and they used their own resources.
They selected themselves the evidence about their knowledge and skills that
they thought was most appropriate.
In summary, the three instruments, in combination, enabled the collection
of sufficient evidence about a candidate's knowledge and skills in a variety
of contexts: from severely reduced contexts to more contextual evidence to
evidence collected in a candidate's real situation.
3. CRITERIA ON WHICH TEACHERS ARE ASSESSED SHOULD ALLOW FORA RANGE OF ACCEPTABLE WAYS
TO TEACH
This requirement follows from the view that teaching is a complex activity in
which teachers use their judgment and understanding of the situation, and
a variety of pedagogical and instructional strategies to achieve their goals.
Teachers may pursue the same goals but in many different ways and the
criteria should reflect this.
The written test consisted of items of the multiple choice and matching
format. The candidates' responses were either correct or incorrect. The
simulations were designed to elicit specific information about the candidates'
knowledge and skills with regard to (aspects of) the subdomains (see Section
3.5.2). Performance criteria that were specifications of the subdomains were
formulated and linked to the questions in the semi-structured interview.
The performance criteria were broadly formulated; for instance, 'candidate
provides constructive feedback to students'. The candidates could meet these
criteria in various ways and the scoring procedure preserved the complexity
of their responses by requiring the assessors to write evaluative summaries.
In judging the candidates' responses in the portfolios, the relevant subdomain
served as the criterion and the lens by which the assessors interpreted
the evidence presented by the candidate (see Section 3.3.3). The assessors
read the descriptions in the subdomains and examined the various types
of evidence the candidate had collected in order to demonstrate his or her
knowledge and skills in the subdomain. How a teacher met the description in
the subdomain varied from individual to individual. Whether it was judged as
adequate relied on the professional judgment of the assessors.
214 CHAPTER FIVE
In our opinion, the developed procedure has met this requirement. The
three instruments allowed candidates different levels of flexibility in meeting
the criteria. The written test allowed no flexibility, because the candidates
were supposed to select the correct answers. The simulations permitted
the candidates to demonstrate their knowledge and skills in various ways,
but within the context that was created. The performance criteria and
the scoring rubrics that were developed for the simulations described
specifically what was regarded as acceptable performance, but still allowed
the candidates diverse ways to meet the criteria. The portfolio allowed
candidates considerable flexibility in meeting the criteria. What was
judged as acceptable depended on the assessors' interpretations of the
relevant subdomains in relation to their interpretations of the quality of
the candidates' responses. This was not simply a question of matching
candidates'performances to the descriptions in the subdomains, but required
making complex interpretations of various kinds of evidence. The portfolio
appealed to the professional judgment of the assessors, as they considered
the candidates' written commentaries, the quality of the various types of
evidence, and all this within the contexts in which the candidates operated.
4 TEACHING SHOULD BE COMPREHENSIVELY DEFINED AND INCLUDE PRE- AND POST-ACTIVE PHASES OF
TEACHING
This requirement reflects the view that teaching should be broadly defined
and include pre-, inter-, and post-active phases of teaching. The three
domains that define beginning EFL teaching demonstrate that teaching
is understood to comprise not only classroom performance, but also
planning and assessing students, reflecting on classroom experience, and
collaboration with colleagues.
The written test assessed teaching knowledge that was assumed to
underlie the pre- and interactive phases of teaching. The three simulations
related to the pre-active phases of teaching and were concerned with the
planning of one lesson (Simulation 1) or a series of lessons (Simulation 3),
while Simulation 2 related to the evaluation of student work and providing
feedback to students. Simulation 3 also collected evidence on the candidate's
ability to collaborate with a colleague. The portfolio guidelines specified
that candidates should include evidence on pre-active phases of teaching
(lesson plans, student work), interactive phases (a video tape of classroom
performance), and post-active phases (reflections on their practice). Because
the candidates had considerable freedom in selecting the topics that were of
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relevance to them and in the types of evidence they included, the finished
portfolios varied in the extent to which pre-, inter- and post-active phases of
teaching were represented.
In our opinion, we have met this requirement partially. Evidence about
each phase was collected using the total set of instruments. The simulations
paid considerable attention to the pre-active phase of teaching, which, in
our view, was justifiable with beginning teachers. However, to fully satisfy
this requirement, the procedure should have included more evidence of
interactive teaching on different occasions, over a longer period of time, and
in interaction with planning and reflections on plans and lessons, to provide
evidence of the interconnections between pre-, inter-, and post-active phases
of teaching.
5 THE DIVERSITY OF WHAT TEACHERS KNOW AND CAN DO SHOULD BE CAPTURED BY THE ASSESSMENT
AND SHOULD RESULT IN A DIFFERENTIATED PROFILE
In the study, the teachers' development was conceptualized as a dynamic,
not as a linear, process. Therefore, it was argued that the assessment should
not classify the candidates' performance on one rating scale, but allow
for a differentiated profile in terms of knowledge and skills in different
(sub)domains.
The results on the written test showed that there were considerable
differences between candidates in the number of correct responses, which
presumably reflected differences in what they knew. The responses on the
simulations provided a detailed, in-depth, and personal picture of what
candidates knew and understood about instructional materials, about their
ability to evaluate student letters, and to plan a concrete lesson, or about
the way they collaborated with colleagues. The portfolio revealed the various
ways in which beginning teachers cope with their responsibilities, their
relationship with students, how they attempt to combine their ideals with
the realities of school life, and their efforts to find their place in the subject
department (see Sections 4.3 and 4.6).
In our view, we have met this requirement. The score on the written
test was not very informative, except on how a candidate had performed
in relation to other candidates. It indicated that some candidates scored
far below average. However, the portfolio and the simulations yielded rich
information about a candidate's knowledge and skills, and the judgment
process preserved this diverse picture. The use of interpretative summaries
in judging a candidate's performance made it possible to be responsive to
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individual differences and to record notable characteristics of a candidate'
s performance. The way judgments were communicated to candidates
also contributed to doing justice to the diversity of their performance.
In the feedback report, the descriptions, interpretations, and summaries
were combined and resulted in a differentiated portrait. It described how
candidates had performed on each component of the assessment and
contained detailed feedback by indicating strengths and weaknesses that
emerged across the different components of the assessment (see Sections
3.5, 4.5, and 4.8).
6. TEACHERS SHOULD DEMONSTRATE THAT THEY ENGAGE IN DELIBERATION AND REASONING ABOUT
THEIR TEACHING PRACTICE
The background to this requirement is the assumption that engaging in
deliberation and reasoning is an important tool to extend teachers' knowledge
about teaching. This requirement also reflects the notion that teachers need
to be life-long learners. Through their ability to theorize about their teaching,
it is assumed that teachers progressively develop better understandings of
teaching.
The written test did not require candidates to engage in explicit
deliberation, but the simulations and the portfolios did. The simulations were
constructed in such a way that candidates were asked to motivate and justify
their actions immediately after they had carried out the tasks/ activities. Their
motivations and justifications referred to their experience in the classroom ('I
have noticed that students like to say something about themselves to others'
(Box 4.21)) or to more theoretical notions ('Students have to refresh their
memories. It is impossible for them to do the exercise without knowing the
story' (Box 4.2)). The portfolio guidelines required candidates to describe
and illustrate their teaching by referring to actual instances of their teaching
and draw conclusions about strengths and weaknesses that had emerged
from their portfolios as a whole.
In our view, we have met this requirement. The simulations required
candidates to explain what they were trying to achieve, how they were trying
to achieve this, and why they had decided on certain courses of action. The
semi-structured interview pressed them to explain and elaborate on their
actions. The portfolio guidelines also required candidates to deliberate and
reason about their practice. In comparison with the simulations, they were
less directly challenged to do so and it was left up to themselves how well
and how thoroughly they went about this. The lime interval between their
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classroom experiences and their descriptions, analyses, and reflections was
longer and provided them with the opportunity to stand back and reflect on
their experiences from a wider perspective than the simulations.
7 TEACHERS SHOULD DEMONSTRATE THAT THEY ENGAGE IN PROFESSIONAL CONVERSATIONS WITH THEIR
COLLEAGUES
This requirement is founded on the notion that, by participating in professional
activities and conversations, beginning teachers extend their knowledge of
teaching.
The written test was carried out individually and so did not meet this
requirement. Simulations 1 and 2 did not meet this requirement either. In
simulation 3, two candidates were required to cooperate on a teaching
task. After individually preparing their task, candidates together examined
the suitability of a set of speaking materials and discussed a sequence of
speaking activities that best prepared students for an oral test. In carrying
out this joint task, they exchanged opinions, argued their positions, and
developed ideas for a series of speaking lessons that best prepared students
for the test. The portfolio did not explicitly assess whether candidates
engaged in such professional conversations. In some cases, there was some
indirect evidence in candidates' portfolios. Some candidates documented
meetings and discussions with their colleagues, mostly in the subject
department.
In our view, we have met this requirement, although it was realized in
only one simulation. As yet, engaging in professional conversations does not
have a central place in a teacher's daily practice. Candidates were assessed
on whether they could argue their own viewpoint convincingly and whether
they could listen to and appreciate the views of their colleagues. In the
individual interview that followed their collaboration, candidates were also
judged on whether they mentioned reasons or arguments provided by their
colleagues in their mutual exchange.
8. RESEARCH-BASED AND PRACTICE-BASED PERSPECTIVES ON TEACHER KNOWLEDGE SHOULD BE
INVOLVED IN ESTABLISHING CRITERIA ON WHICH TEACHERS ARE JUDGED
This requirement results from our view that the two perspectives are two
different sources of knowledge from which criteria for good teaching can be
derived and that we should find a way to deal with the two perspectives in
the assessment of teachers. In the study, we take the view that knowledge
and theories from research are an important resource to inform practice,
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but that they cannot dictate what teachers should do. On the other hand,
professional teachers should be aware of the professional literature in their
field and use it as a resource.
In the study, we tried to realize this requirement in the following way.
In developing the three instruments, we put different emphases on the
two perspectives. Input for the development of items in the written
test came mainly from handbooks for teachers that reflected theories
and 'best practices' with respect to (EFL) teaching and learning and
the EFL curriculum. The written test represented our view that teachers
should know about current (EFL) theories of teaching and learning. The
performance criteria for the simulations were specified by consulting
handbooks for teachers that reflected research-based perspectives on
teaching and learning and by discussing them in the development team.
We considered the performance criteria important aspects that teachers
attend to in carrying out their particular tasks/activities, but how they do
so varies. Candidates satisfied criteria if they could clarify their decisions
and if they could give support for their decisions by referring either to
experience in the classroom or to professional literature. Reliance on
the assessors' professional judgment was most prominent in judging the
portfolios. The perspectives of assessors that acted on extensive practical
experience with EFL teaching and their interpretation of the three Domains
guided the judgment process.
By involving both perspectives in how candidates' performances were
judged, we have met this requirement. Research-based perspectives on
teacher knowledge stood out in the written test. Items in the written test were
based on explicit theories of (EFL) teaching and learning. Both perspectives
were included in developing the performance criteria and the scoring
procedure in judging candidates' responses to the simulations. In judging
specific instances of teaching in the portfolio, practice-based perspectives
ultimately decided what counted as good teaching.
9. EXPERT TEACHERS SHOULD BE INVOLVED IN THE DESIGN OF THE ASSESSMENT TASKS AND IN THE
JUDGING OF BEGINNING TEACHERS
This requirement is founded on the view that expert teachers have extensive
and detailed knowledge of the kind of problems practitioners face and know
how to deal with these problems. For the assessment to be credible to both
the candidates and the schools in which they are going to work, expert
teachers should be intensively involved.
I
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In the study, we realized this requirement by involving five teachers, one
of whom was a teacher educator, and by appointing them as members of the
development team. They were recommended by a professional organization
of language teachers, and they met at least two out of a set of criteria
that distinguished them from mere experienced teachers (see Section 3.2.3).
Their involvement in the project consisted of the following activities. First,
they played an important role in defining the three domains (see Section
3.2.4). Second, they were actively involved in the development of the written
test and the simulations (see Sections 3.3.1 and 3.3.2). Third, they acted as
judges in the field-testing of the simulations. At a later stage, three more
teachers, one of whom was a teacher educator, were taken on. They received
extensive assessor training (see Section 3.4). They acted as judges in the
field testing of the simulations and the portfolio.
In our opinion, we have met this requirement. Teachers were actively
involved in all aspects of development and played a prominent role in
developing the assessment procedure. They were selected on the basis of a
number of characteristics that specified their expertise: they had extensive
EFL teaching experience, they were involved in different types of professional
development activities, or they had experience in coaching and supervising
student teachers and beginning teachers.
WSTANDARDS SHOULD BE FORMULATED THAT DESCRIBE KEY ASPECTS OF PROFESSIONAL PRACTICE AND
WHAT TEACHERS SHOULD KNOW AND BE ABLE TO DO
For assessment purposes, it was important to formulate the knowledge
and skills that are necessary to function adequately as a beginning
teacher. We realized this requirement as follows. On the basis of an
analysis of documents and research literature (see Requirement 11), three
conclusions with respect to the knowledge and skills of beginning EFL
teachers were formulated and three key aspects of professional practice
(see Section 3.2.4). Based on these six conclusions, a first draft of Domains
I, II, and III was drawn up (Appendix). With the help of members of
the development team, they were developed further. Domain I described
the knowledge and skills needed to promote the conditions for learning.
Domain II described the knowledge and skills needed to promote the
learning of English as a foreign language. Domain III described the
knowledge and skills needed to continue professional development, to
be able to cooperate with colleagues, and to be willing and able to
communicate with management and parents.
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In our view, we have realized this requirement. Domains I and II focus
on the primary process. By aligning to curricular goals for students, the
connections between what we want teachers to know and be able to do and
goals for students are made clear. Domain III emphasizes that learning to
teach is not confined to teacher preparation but is a lifelong process and that
teachers are part of a larger organization that, as a whole, tries to create a
conducive environment for students. However, underlying attempts to define
standards are assumptions that something like core EFL knowledge and
skills exist that are necessary whatever the contexts in which candidates
function. Another assumption is that key aspects can be defined sufficiently
well for assessment purposes while not reducing the complexity of teaching.
We attempted to define content standards for EFL beginning teachers and
were satisfied with this because there was sufficient agreement among the
members of the development team.
11. DEVELOPERS SHOULD TAKE CARE THAT THE DIFFERENT STAKEHOLDERS INVOLVED IN EDUCATION HAVE
A SAY IN HOW STANDARDS ARE FORMULATED
This requirement was based on the view that teachers work in a social and
political context with many competing views about the role of the teacher. An
effort was made to take these competing views into account.
In the study, we distinguished three types of stakeholders: policymakers,
the research community, and members of the profession. In meeting
this requirement, the first two stakeholders were not physically involved
in formulating the three domains. Policy documents that formulated
expectations about teachers represented the viewpoint of policymakers.
Review studies on four types of relevant research on (EFL) teaching
represented the viewpoints of the research community. The development
team represented the views of the teaching profession. Three domains
of knowledge and skills were formulated (see Section 3.2.4) through a
reiterative process based on analysis of policy documents and on research,
and through consultation of the development team. Conflicting viewpoints
were reconciled by making decisions from case to case.
In our view, we partially met this requirement. The scope of the study
did not permit a more extensive involvement of stakeholders because of
the time-consuming nature of such processes. We limited involvement of
policymakers and the research community by analyzing policy documents
and review studies. The development team represented views of teachers
and teacher educators. In our opinion, stakeholders should be physically
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involved and on a larger scale, but this means a considerable time investment.
Building support among stakeholders would also involve more clarity on
how differences of opinion could be resolved.
11. DEVELOPERS SHOULD DESIGN AN ASSESSMENT SYSTEM THAT ASSESSES WHAT IS ACTUALLY
DEMANDED ON THE JOB AND THAT COLLECTS EVIDENCE ON TEACHING PERFORMANCE AND
KNOWLEDGE AND UNDERSTANDING OFTEACHING
This requirement points to the suitability of performance-based or authentic
methods to collect valid evidence about a teacher's knowledge and skills.
The written test collected evidence of knowledge of teaching. The
written test does not meet this requirement and cannot be characterized as
performance-based. The set of simulations and the portfolio can be grouped
under performance-based assessment and fit the definition presented in
Section 2.2.2, but they differ in important ways. The set of simulations
represents tasks/activities that teachers carry out as part of their practice and
that are felt to be critically important for beginning teachers. They present
candidates with a problem situation that requires from candidates to create
a product by using the knowledge and the skills they have acquired during
training or in teaching practice. The semi-structured interviews attempted to
elicit the knowledge and skills candidates applied in creating these products,
such as their knowledge of students and knowledge of teaching grammar
or teaching listening. The portfolio guidelines required candidates to select
topics/themes, to describe their practice with respect to this topic/theme
and reflect on it and provide artifacts that were directly derived from their
practice (such as lesson plans, video or audio tapes, student assignments)
that supported their descriptions and reflections.
In our view, the procedure as a whole has met this requirement. The
written test collected evidence of knowledge about (EFL) teaching but did
not assess whether candidates used this knowledge. The simulations and
the portfolio collected evidence of leaching performance and knowledge and
understanding of teaching.
13. A COMBINATION OF METHODS SHOULD BE DEVELOPED WHICH INCLUDES PERFORMANCE
ASSESSMENTS AND MORE STRUCTURED, LESS TIME-CONSUMING TASKS/ACTIVITIES THAT, IN
COMBINATION, ADEQUATELY COVER DIFFERENT ASPECTS OF TEACHING
This requirement was based on the observation that performance assessments
are time-consuming. As a result, only a limited number of tasks/activities
can be included. In addition, they result in few, but complex responses
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that require judgmental scoring. In particular in connection with assessment
procedures used for licensure purposes whose the results will be of
consequence to candidates, it is important to use a mixture of assessment
methods that, in combination, provide adequate and varied evidence of the
three domains.
We realized this requirement by developing three instruments that differed
in terms of structure, execution time, and domain coverage. The written
test was very structured, efficient in terms of time, and items covered
many (parts of) subdomains, though superficially. The set of simulations
allowed candidates some latitude, but its format and scoring procedure was
structured. They required considerable execution time and covered (parts of)
subdomains deeply. The portfolio allowed candidates considerable latitude,
with little structure (apart from the guidelines). It was time-consuming to
construct the portfolio, and depth with which subdomains were covered
depended on the candidate.
In our view, we have met this requirement partially. The three Domains
consisted of 15 subdomains. The written test consisted of 37 items that
covered (parts of) 10 subdomains in Domains I and II. Three simulations
together covered nine (parts of) subdomains in Domains I, II, and III. The
portfolio covered five (parts of) subdomains in Domains I, II, and III and, in
some cases, more subdomains, depending on candidates' choices. We did
not succeed in covering all subdomains and all parts of subdomains.
M MEASURES THAT COULD SERVE AS GUARANTEES THAT THE JUDGMENT PROCESS PROCEEDS FAIRLY
AND RESPONSIBLY APE HAVING ASSESSORS WHO ARE KNOWLEDGEABLE ABOUT THE CONTEXTS OF THE
ASSESSMENT; HAVING ASSESSORS WHO ARE ADEQUATELY PREPARED; USING A SCORING PROCEDURE
THAT IS SYSTEMATIC AND TRANSPARENT, AND THE AVAILABILITY OF VARIED EVIDENCE ON WHICH TO
BASE JUDGMENTS
For professional development and licensure purposes, it is important that
candidates are judged in fair and responsible ways. Performance assessments
depend on judgmental scoring, and measures should be taken to make sure
that the judgment process proceeds in a responsible way. In order to meet
this requirement, we proceeded as follows. The assessors who were involved
in judging candidates were all grade one EFL teachers, with considerable
and up-to-date teaching experience in secondary schools (see Section 3.2.3).
Assessors judging candidates in the simulations were trained (see Section
3.4 for a description of the contents and the approach to the training). Two
assessors judged candidates on each simulation and on the portfolio. In
I
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judging candidates' responses on the simulations, assessors proceeded in a
systematic way as they documented their records and interpretations. They
left a trail of evidence to be consulted by themselves and by others if necessary
(see Sections 4.4, 4.5, 4.7, and 4.8). In making judgments about a candidate's
level of performance on the simulations, rubrics that described performance
levels supported assessors. Assessors first made an independent judgment
and assigned a score. In judging candidates on the simulations, they reached
acceptable levels of interrater agreement (see Section 3.3.2). Subsequently
they discussed their judgments and formulated a joint judgment and a joint
score. In judging candidates' responses to each portfolio theme, assessors
answered a set of questions that helped them to go through the evidence in
a systematic way. By developing three assessment methods, varied evidence
was gathered about a candidate's knowledge and skills on the three domains
(see Section 4.1 and Table 4.1).
In our view, we have met this requirement since the assessment procedure
honored each of the four measures that could serve as a warrant for a fair
judgment process.
- The assessors were knowledgeable EFL teachers and selected for their EFL
teaching expertise.
- They received extensive training in which much effort and time was
given to a shared understanding of the criteria and familiarization with
the different aspects of the procedure. Two assessors judged candidates'
performance. All in all, five, and in some cases six, assessors were
involved in judging candidates' responses.
- The scoring procedure was transparent in the sense that assessors
documented their steps that led to a judgment and that it was open for
inspection by others.
- The information on which the overall judgment was made, was collected
through a combination of instruments, over a period of time, and across
different settings. Each instrument provided information about individual
candidates from a different angle.
15 IN THE DESIGN AND DEVELOPMENT OF AN ASSESSMENT PROCEDURE, WE SHOULD ATTEMPT TO
ACHIEVE OPTIMUM LEVELS OF USEFULNESS OF THE ASSESSMENT BY CONSIDERING SIX TEST QUALITIES
IN COMBINATION
This requirement formulates the quality criteria for guiding inquiry into
the quality of the assessment procedure we developed. In discussing
Requirements 12, 13, and 14, some of the questions drawn up in Table 3.5
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were already addressed and will be referred to in the text. We discuss each
of the six quality criteria one by one by answering the questions in Table 3.5.
AUTHENTICITY
Authenticity refers to the degree of correspondence of test tasks/activities
to real world tasks/activities. Table 3.5 formulates three questions here. The
written test scores negatively on each of the three questions related to this
quality. With respect to Question 1 (to what extent do test tasks/activities
faithfully represent tasks/activities that beginning EFL teachers carry out in
the real situation?), according to candidates, the set of simulations comprised
realistic tasks/activities that beginning teachers regularly carry out as part
of their work (see Section 3.3.2). The portfolio documented aspects of
candidates' own practice. The evidence they used to illustrate and support
their descriptions and reflections were mostly naturally occurring products or
performances. With respect to Question 2 (to what extent do the conditions
under which the test tasks/activities are carried out correspond to the real
situation?), the set of simulations were less authentic: tasks/activities were
carried out outside the candidates' own context and without their own
teaching materials; in addition, the candidates were required to work within
fixed time limits. In contrast, the candidates constructed their portfolios
under natural conditions in their own context and in their own time. With
respect to Question 3 (to what extent are candidates given a choice in how
to demonstrate what they know and can do?), candidates had no choice in
carrying out the simulations but had to work according to the instructions.
With the portfolios, candidates had considerable choice in selecting topics
and evidence from their practice they thought was most appropriate.
CONTENT QUALITY
Content quality refers to the extent to which test tasks/activities elicit
important qualities of task performance. The tasks/activities are more valid
if they elicit the kind of thinking and the use of knowledge as they are
employed in practice. Two questions in Table 3.5 focus on this quality. The
written test does not satisfy this quality. Selecting an answer from a list
of answers to a problem does not resemble the kind of thinking teachers
employ in practice. With respect to Question 4 (to what extent do the test
tasks/activities elicit relevant and important evidence about a candidate's
EFL knowledge and skills?), the simulations require candidates to create a
product and to use knowledge from several subdomains. The semi-structured
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interviews aimed at eliciting the integrated types of knowledge that went
into the creation of the product. It was assumed that the simulations (the
product and the thinking that went into the creation of the product) allow
examination of the candidates' deliberations along with the outcomes of
these deliberative processes and that this resembles the kind of thinking
that EFL teachers use in reality. The construction of their portfolios, the
selection of themes, and the search for artifacts that illustrated themes
obliged candidates to reflect and take stock of their teaching. Their portfolio
themes along with evidence of their behaviors and actions (video recordings,
audiotapes, lesson plans, and student assignments) allowed the assessors to
examine candidates' thinking and actions in their own contexts. However, the
construction of the portfolio itself appeals to high degrees of self-awareness,
the ability to access their own thinking, and sophisticated writing skills on the
part of the candidates.
As to Question 5 (to what extent does the scoring procedure capture
important qualities of test task performance?), the performance criteria
and the performance standards (the rubrics that described the different
performance levels) indicated and described important aspects of candidates'
performance in the eyes of the development team. The scoring procedure
for the simulation also attempted to retain the complexity of the candidates'
performance by requiring assessors to write an evaluative summary. The
themes in the portfolio were scored on a three-point scale with additional
comments on candidates' performance. Using the portfolio, the assessors
were responsible for capturing the most important qualities of candidates'
performance on the specific subdomains. The procedure for scoring the
portfolio was less satisfactory and needs to be further developed.
DOMAIN COVERAGE
Domain coverage refers to the extent to which the different subdomains
are adequately covered by the three methods and provide evidence from
different sources. There are two questions in Table 3.5. Question 6 (to what
extent do test tasks/activities appropriately cover the three domains?) was
discussed under Requirement 13. Our judgment with respect to Question 6
is that we were not quite successful here: Not all subdomains were covered
adequately. With respect to Question 7 (to what extent is the information
about a candidate based on multiple lines of evidence?), we believe the three
methods provided varied evidence of the candidates in different settings and
with different contents.
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COMPARABILITY
Comparability refers to the extent to which the information about a candidate
is gathered and scored in a consistent and responsible way. In Table 3.5, four
questions refer to this quality. In answer to Question 8 (are the conditions under
which candidates carry out test tasks/activities specified?), we took care that
information about candidates was gathered under similar conditions and in
the same order (Table 3.17). At the start, they were informed about the whole
procedure by telephone and by letter. They handed in their portfolios on the
day they attended the assessment center in which they carried out the three
simulations, and returned about a week later for the portfolio interview and
the written test. The administration of the simulations and the written test was
specified in detail, and assessors were trained to follow these specifications
closely. The portfolio guidelines specified the format and indicated a table
of contents. However, as candidates constructed their portfolios in their own
time and in their own situation, we did not check whether they interpreted the
tasks/activities according to our intentions during the construction process. The
candidates had opportunities to demonstrate their knowledge and skills in more
and less standardized situations. With respect to Question 9 (do candidates
know the criteria by which they will be assessed), we took care to provide
candidates with the criteria beforehand. Both the portfolio guidelines and the
instructions to the simulations explicitly referred to the criteria by which they
would be assessed. Generally speaking, the candidates' opinion of the clarity of
instructions was positive (Sections 3.2.3 and 3.3.3). Question 10 (is the procedure
by which candidates responses are scored consistent and in accordance with
specified criteria) and Question 11 (are assessors knowledgeable and adequately
prepared) were discussed under Requirement 14.
IMPACT
Impact refers to the extent to which the assessment has a positive impact
on candidates. In the study, the question of impact is limited to the
immediate impact on candidates, and three questions were formulated in
Table 3.5. With respect to Question 12 (do the candidates perceive the test
tasks/ activities as relevant to their work as EFL teachers?), we reported
on candidates' perceptions of the relevance of the separate instruments in
Chapter 3: The written test was judged as relevant by just under 50% of the
candidates (Section 3.3.1); most candidates regarded the simulations and
the portfolio as valuable tools to assess beginning teachers (Sections 3.3.2
and 3.3.3). Reservations related to concerns that aspects of teaching that
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were important in their view were not included in the particular instrument.
Candidates that were assessed by the three instruments, had virtually
none of these reservations, although one candidate argued in favor of a
more extensive portfolio that documented practice over a longer period
(Section 3.5).
With respect to Question 13 (is feedback provided to candidates?), we
note that all candidates involved in the study received feedback. For the
results of the written test, candidates received the score they had obtained
and a summary of candidates' most important comments on the written test.
All candidates received personal feedback on how they had conducted the
simulations. Candidates that had taken part in the whole procedure received
an extensive feedback report (Sections 3.5, 4.5, and 4.8). With respect to
Question 14 (is the feedback relevant and meaningful to the candidates?),
we reported on their comments in Chapter 3 and Chapter 4 (Sections 3.3.2,
3.5, 4.5, and 4.8). Generally speaking, candidates experienced the personal
feedback as relevant and meaningful.
PRACTICABILITY
Practicability refers to the practical considerations regarding the
administration and development of the procedure. These considerations
largely determine the implementation of such assessment procedures. Table
3.5 formulates two questions here. Question 15 refers to the extent to which
the administration procedure was efficient in terms of time, money, and
resources for the candidates and the assessors. Candidates that carried out
the whole assessment procedure invested about 25 hours: The administration
of the set of simulations took one day; the construction of the portfolio
took about 14 hours with some candidates spending more time; and three
hours were needed for the administration of the written test and the portfolio
interview.
Each assessor needed about 18 hours to make a judgment per candidate
(there were two assessors for each test task/activity). Judging candidates on
the set of simulations in the assessment center took nine hours; one hour
was needed for the portfolio interview; eight hours for judging candidates
on the portfolio; and ten minutes for correcting the written test. In addition,
composing the feedback report took two full days. As to resources, clerical
support was needed during the administration of the simulation because
assessors and candidates both had a complex time schedule. Many smaller
and bigger rooms were required for the diversity of activities candidates
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and assessors engaged in during the day. Other resources included video
recorders to record all interviews and materials needed for carrying out
the simulations. During the day, candidates' responses, videotapes, and
assessors' judgments needed to be stored in archives.
With respect to Question 16 (to what extent is the development of methods
efficient in terms of time, money, and resources), the development process
described in Chapter 3 took place over a period of three years. The author
spent 2Yz days a week on development. The development team participated in
the project one day a week for a period of 18 months and on a more incidental
basis for the rest of the period. Three teachers were trained as assessors
and took part in judging candidates in the second field test and in judging
candidates on their portfolios. We recruited help in recording of lessons in
the school that were part of the compulsory evidence in the portfolio and in
the transcribing the portfolio interviews. Altogether, this took a considerable
investment of time, human resources, and material resources.
CONCLUSIONS ABOUT REQUIREMENT 15
In our opinion, we partially met the six qualities. The procedure we
developed is moderately authentic, and the same applies to the content
quality of test tasks/activities. The procedure provides evidence from multiple
sources about a candidate but does not cover all (parts of the) subdomains.
Candidates were judged in comparable ways. Candidates generally perceived
the procedure as relevant and appreciated the feedback report as truthful and
informative about their accomplishments. The practicability of procedure is a
point of concern: The development and administration of the three methods
are laborious and time-consuming. With more experience, the administration
procedures can be made more efficient, although we must be aware that
judging complex performances requires complex thinking on the part of the
assessors and requires time for reflection. The development of methods is
time-consuming and requires extensive examination and experimentation.
In the end, we may acquire a greater range of adequate methods for a variety
of purposes.
5.1.3 CONCLUSION ABOUT THE DEGREE TO WHICH REQUIREMENTS WERE MET
Overall, the procedure we developed met the majority of the 15 requirements
for the development of an assessment procedure: 11 requirements were
met adequately and four requirements were met partly. An overview of the
discussion is presented in Table 5.1.
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Table 5.1 Overview of the degree in which the developed procedure met the
requirements
Requirements
1. Both actions and cognitions
should be assessed
2 Teachers should be assessed in
the context of their work
How realized? Met* Partly met ±
1 .The written test assessed cognitions. The simulations assessed both +
cognitions and actions in combination. Candidates engaged in tasks/
activities and afterwards explained and justified decisions The portfolio
assessed cognitions and actions in combination, candidates described and
reflected on their practice and included a videotaped lesson, lesson plans
and student work and other evidence that supported their statements
2 The written test consisted of selected responses. The simulations +
consisted of realistic tasks and materials within given contexts The
portfolio provided self-selected evidence that was constructed in a
candidate's own context.
3 Criteria on which teachers are
assessed should allow for a range
of acceptable ways to teach.
3 The three instruments allowed candidates different levels of
flexibility in meeting criteria. The written test allowed no flexibility.
Responses were either correct or incorrect The simulations specified
what was regarded as acceptable, but still allowed diverse ways to
meet criteria. The portfolio credited a wide range of responses
4. Teaching should be
comprehensively defined and
include pre-and post-active
phases of teaching.
5 The diversity of what teachers
know and can do should be
captured by the assessment and
should result in a differentiated
profile.
6. Teachers should demonstrate
that they engage in deliberation
and reasoning about their
teaching practice
4. The written test assessed knowledge that underlies all phases of i
teaching. The simulations emphasized the pre-active phase of teaching.
The portfolio assessed all phases of teaching in varying degrees
depending on candidates' choices. To fully satisfy this requirement.
the procedure should include more evidence of interactive teaching in
interaction with pre- and post-active phases of teaching.
5. Scores on the written test only indicated how a candidate had -t
performed in relation to other candidates Data from simulations
and the portfolio yielded rich information about candidates that was
retained in the scoring procedure and in the way it was communicated
to candidates The report based on the data from three instruments
consisted of detailed feedback indicating strengths and weaknesses of
individual candidates.
6. The written test did not require candidates to engage in explicit +
deliberation The simulations required candidates to explain what they
were trying to achieve, and how and why they had decided on certain
courses of action The portfolio required candidates to reason and
deliberate about their practice, but how thoroughly they went about this,
depended on candidates themselves.
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7. Teachers should demonstrate 7. This requirement was met by simulation 3 in which candidates +
that they engage in professional were required to collaborate with colleagues to examine and discuss
conversations with their colleagues, speaking materials.
8. Research-based and practice-
based perspectives on teacher
knowledge should be involved
in establishing criteria on which
teachers are judged
8 In the written test, research-based perspectives stood out Both
perspectives were included in developing performance criteria and the
scoring procedure for the simulations. In judging candidates' responses
in the portfolio, practice-based perspectives stood out.
9. Expert teachers should be
involved in the design and
development of assessment tasks
and in the judging of beginning
teachers.
9 A team of five EFL teachers played a prominent role in developing
instruments and in judging candidates. They were selected for their
expertise in specified criteria. At a later stage, three more teachers
were involved as assessors They received extensive assessor training.
10. Standards should be
formulated that describe key
aspects of professional practice
and what teachers should know
and be able to do.
10 Based on an analysis of policy documents and research literature,
six assumptions about key aspects of professional practice were
formulated Three domains of EFL knowledge and skills were drawn up
and further developed in a series of activities until the descriptions met
with the approval of the development team.
11. The developers should take
care that different stakeholders
involved in education have a say
in how standards are formulated.
11. Three types of stakeholders were involved: policymakers, the ±
research community, and practicing teachers. This requirement was
only partially met because policymakers and the research community
were not physically involved.
12. Developers should design an
assessment system that assesses
what is actually demanded on
the job and that collects evidence
both on teaching performance and
on knowledge and understanding
of teaching.
12. The written test collected evidence of knowledge of teaching and
cannot be characterized as performance-based. The set of simulations
and the portfolio fit the definition presented in Section 2.2 2, but they
differ in important ways. The set of simulations represents tasks/
activities that teachers carry out as part of their practice. The semi-
structured interview attempts to elicit the knowledge and skills
candidates applied in the creation of the product, such as knowledge
of students, knowledge of teaching grammar or teaching listening.
The portfolio guidelines required candidates to select themes, describe
their practice and reflect on it, and provide artifacts that were directly
derived from their practice to support their descriptions and reflections.
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13. A combination of methods
should be developed which
includes performance
assessments and more structured,
less time-consuming tasks/
activities that, in combination,
adequately cover different aspects
of teaching
13 The written test was structured, efficient in terms of time, and
many subdomains were covered, though superficially The set
of simulations were structured in terms of format and scoring
procedure but left candidates some latitude; they were time-
consuming and covered (parts of} subdomains deeply. The portfolio
allowed candidates considerable latitude, with little structure
(apart from the guidelines! Constructing the portfolio was time-
consuming, and depth and breadth with which subdomains were
covered depended on the candidate. We did not succeed in covering
all subdomains
14. Measures that could serve
as guarantees for judgment to
proceed fairly and responsibly
are having assessors who are
knowledgeable about the contexts
of the assessment, having
assessors who are adequately
prepared, using a scoring
procedure that is systematic and
transparent: and availability of
varied evidence.
14 The four measures were all honored. The assessors were
knowledgeable EFL teachers. They received training. Scoring
proceeded along specified steps, and assessors left a trail of evidence
that was open for inspection. The three types of instruments gathered
varied evidence about a candidate from different angles.
15 In the design of an assessment
procedure, we should attempt
to achieve optimum levels of
usefulness by considering the six
test qualities in combination.
15. We distinguished six test qualities: authenticity, content quality. ±
domain coverage, comparability, impact, and practicability For each
quality, we formulated a number of questions. Five of the six qualities
were met partially; the sixth quality, practicability, was a point of
concern.
5.2 LOOKING BACK ON THE DESIGN AND DEVELOPMENT PROCESS
The design and development process was described extensively in the
previous chapters of this dissertation. In summary, it consisted of the
following activities. In Chapter 2, we investigated relevant literature in order
to find principles that would help us to identify the relevant characteristics
of an assessment procedure for teachers and how it should be developed.
In Chapter 3, these principles were used to specify the different components
of the design of the assessment and to inform decisions about the process
of development. Based on the design specifications, the actual development
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of the three selected instruments was undertaken. Three instruments were
developed with varying numbers of candidates. The instruments went
through several development cycles in which they were field-tested and
revised. In this section, we comment on the complexity of the design and
development process. Four aspects are discussed.
First, it proved difficult to get an overview of important aspects
involved in the assessment of teachers. Changing views on teaching have
implications for the way teaching is assessed. In recent years, a view of
teaching has emerged that defines teaching as a process informed by
teachers' cognitions, that is, the beliefs and knowledge of all aspects of their
work. Moreover, views on the role of assessment in teaching and learning
have also undergone fundamental changes. Some even speak of a shift
from a testing culture to an assessment culture, which reflects changing
conceptions of the nature of learning (Birenbaum, 1996; Gipps, 1994).
Assessment is currently closely connected with learning and instruction.
New forms of educational assessment both for students and teachers
have emerged that aim at more complex forms of assessment that have
a positive effect on subsequent learning. In response to the development
of these new forms of educational assessment, there are calls for a
reconceptualization of validity and reliability. More than in the past, the
consequential aspects of validity are emphasized. Several educational
measurement specialists propose an extension or a substitution of
psychometric criteria to evaluate the quality of educational assessments
(Dierick, Dochy, &Van de Watering, 2001; Fredriksen & Collins, 1989; Gipps,
1994; Linn, Baker, & Dunbar, 1991). Therefore, the topic of our study is
clearly in a state of flux, and it is still not easy to find one's bearings.
Second, the planning and organization of the design and the development
of the assessment procedure turned out to be complex and labor-intensive.
Decisions needed to be taken: about participation of teachers and criteria for
their selection; size and composition of the development team; allocation of
time and resources to the different activities; the development of separate
assessment methods; the organization of the assessment centers, and
the administration of the three assessment methods. We believe that the
complexity of this part of the assessment should not be underestimated.
Third, one of the unforeseen events was that, while it was easy to
recruit candidates for field-testing the written test and the simulations, few
candidates were willing to participate in the portfolio construction. In order to
get enough candidates to field-test instruments, this would argue for trying
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to incorporate development of instruments in existing teacher education or
professional development programs.
The fourth point refers to the many roles that were combined in the
author and the tension between these roles. The author was responsible
for planning and organization of the whole process, for the organization
and planning of the assessment centers, the recruitment of candidates,
and the editing and preparing of test materials. She also managed
the development team and the development of all three instruments.
She developed an assessor training program, trained assessors, and
constructed a handbook for assessors. She also acted as an assessor
herself, and, finally, described and evaluated the development process in
her role of researcher. An advantage of such intensive involvement of the
researcher in the design and development process is that the researcher
has a pivotal role in the whole process. As she had first hand experience
with all aspects of instrument development and judging candidates, she
was in a position to develop an understanding of the difficulties involved
in teacher assessment. In addition, the author, having been an EFL teacher
herself, possessed "'member's competence', i.e. an ability to interpret
teachers' statements within the range of meanings normal to the language
teaching profession" (Woods, 1996, p. 48-49). As a result, she could put
the results of the study into a context. Disadvantages are obvious and
relate to the difficulty of keeping more distance to the whole process.
The necessary distance could only be retained after the design and
development phase of the study was over.
5.3 ISSUES REVISITED
In Section 5.1.2, we answered the second research question and accounted
for how and to what extent the assessment procedure we developed met
the 15 requirements in Table 2.1. In this section, we revisit the issues in the
third column of the framework presented in Table 2.1. Some of these issues
(No 4, No 8a, and No 9 of Table 2.1) were dealt with in the procedure we
developed and we will not come back to them. We reordered and combined
the remaining issues and discuss them under six headings: assessing actions
and cognitions; assessing teachers in context; standards and performance
criteria; the selected assessment methods; combining the different types of
information; and the quality criteria. Under these headings, we comment
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on decisions made in the study and discuss concerns resulting from these
decisions. We also point to limitations of the study.
;. ASSESSING ACTIONS AND COGNITIONS
In this study, Requirement 1 (Table 2.1) indicates that a candidate's actions
and cognitions should be assessed. We took the perspective that candidates
should explain and justify their actions in order to understand what
candidates were trying to achieve, and how and why they chose for a
certain course of action. In addition, we regarded the ability to articulate
and question one's practice - individually and with colleagues - as a tool for
further learning and development (Requirements 6 and 7). Below, we discuss
three concerns connected with taking this position.
The first point is associated with the fact that cognitions are not
immediately accessible. What do we infer when candidates provide poor
explanations or when candidates present a poor portfolio? Are they unable to
access their thoughts? Do they find it difficult to articulate their thoughts? Do
they lack composition skills? Do candidates lack relevant teaching knowledge
and skills? In the study, we assumed that, in the early stages of teaching,
much of what a beginning teacher thinks is still conscious and therefore
accessible (Tomlinson, 1995a, 1995b). We also took the view that professional
teachers are accountable for their actions. However, a necessary condition for
taking this position is that candidates know that they are expected to explain
and justify their actions. In addition, they should have learnt to examine
their practice and reflect on their teaching individually or with others in
their teacher education course or in their school and have developed the
composition skills to describe their practice (Elshout-Mohr & Oostdam, 2001).
A more difficult issue is the friction that exists between the position taken
in the study that teachers should engage in professional conversations with
their colleagues and the school culture. In many cases, the school culture
does little to encourage reflection and collaboration among teachers on
questions of practice or to provide the opportunities and the time needed for
this (Kwakman, 1999).
A second point refers to the criteria for evaluative judgments of the quality
of candidates' explanations and justifications and the quality of professional
conversations. In the study, we dealt with this point in the following way.
We valued explanations and justifications when candidates could give clear
reasons for what they did and were able to refer to evidence that supported
their reasons (either from the literature in the field or from their own
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experience), and when candidates showed consistency among actions and
cognitions (Borg, 1999). Whenever candidates were vague or unclear with
respect to their actions, were not able to refer to evidence that justified their
decisions, were incoherent, or could not give a concrete example of what
they meant, their responses were judged as inadequate. An example of a
candidate demonstrating consistency between actions and cognitions was
shown in Chapter 4. In her written evaluation of speaking materials, Helen,
the candidate in the second case, indicated the importance of taking the
speaking test into account in making judgments about the suitability of
assignments (Box 4.25). In her discussion with J., she raised this point again
(Box 4.26). Finally, in the individual interview, her analysis of the end-of
course test in terms of what students have to learn was consistent with her
acts and cognitions (Box 4.27). Examples of unsatisfactory explanations and
justifications were the following: "I don't know, my cooperating teacher did it
like this, I just do the same" or "I don't know: it is in the book, that is why." In
Box 4.4, Alma's responses in Simulation 2 (Evaluation of student letters) are
presented. Alma was vague and ambivalent about how she would deal with
the corrected student letters. Assessors judged her responses as inadequate
on this point (Box 4.12 and Box 4.14).
We must bear in mind that because of our position some candidates
might have been judged as inadequate because they could not explain and
justify their actions satisfactorily, but with some practice, they might have
been able to do this.
Finally, the link between what teachers know and believe and what they
actually do is not fully understood: teachers do not always act on their
knowledge and beliefs. Explanations offered for these discrepancies are of
a methodological nature: actions and cognitions are examined separately or
methods to measure actions or cognitions are thought to be inappropriate.
Other explanations refer to contextual factors that constrain teachers and
prevent them from implementing plans (Bolhuis, 2000; Den Brok, 2001;
Richardson, 1996). In the study, we assumed that candidates might do quite
well on the written test and yet not use any of the concepts and theories
because they lacked the necessary skills to do so. The simulations assessed
actions and the result of their actions in combination with cognitions. We
assumed that candidates demonstrated their capabilities in the simulations,
but not necessarily, what they would do in the real situation, in actual
practice. The portfolio showed what they did in their current situation and
their descriptions and reflections on this, but candidates made their own
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selections. It can be argued that the assessment procedure mainly provided
evidence of what candidates could do rather than what candidates actually
do. In order to find out the value of the procedure we developed, we should
compare its outcomes with alternative means of obtaining information about
candidates (Pool, Ellett, Schavione, & Carey-Lewis, 2001).
2. ASSESSING TEACHERS IN CONTEXT
Requirement 2 (Table 2.1) indicates that assessing candidates in context is
an essential condition for the validity of the assessment. This requirement,
however, poses difficult questions with regard to the inferences we make
about a candidate based on his or her performance on the tasks/activities
included in the assessment.
The purpose of the assessment is to make inferences about how a
teacher performs in situations other than the test situation. To make such
inferences, we assume that there is some stability in a teacher's practice and
that performance on tasks/activities transfer to other similar tasks/activities.
As we indicated in Chapter 2, there is considerable evidence that there are
complex interactions between performance and the task/activity. For instance,
a candidate's familiarity with certain content, age, and type of students might
influence his or her performance (Swanson, Norman, & Linn, 1995). This
implied that if other tasks/activities had been included in the assessment,
the outcome for individual candidates might have been different. With the
portfolio, the issue of context is important in another way. Differences in
school culture exert considerable influence on what candidates teach and
how they teach. Expectations from colleagues in the subject department
about what is important in EFL teaching, the support given to beginning
teachers, the type of students and the classes that are allotted to them,
and instructional resources available constrain or enable candidates. The
descriptions of Alma and Helen in Chapter 4 illustrate this. In one of her
portfolio themes (Box 4.9), Alma remarks that, in her present job with
different types of students, she observes weak points in her performance
that had not been noticeable in the teaching practice she documented in
her portfolio. Some (school) contexts offer candidates better opportunities
to demonstrate their knowledge and skills and meet criteria than others
(Tomlinson, 1995b; Wolf, 1995).
In the study, we dealt with this by providing candidates with multiple
opportunities in multiple contexts to demonstrate their knowledge and skills
both in standardized and less standardized situations. Nevertheless, the
DISCUSSION OF RESULTS 237
possibility to generalize from the evidence on the tasks/activities included in
the test to the wider domain of grade one EFL teaching should be approached
with caution. While suspending judgment forever until we have assessed
candidates on every relevant task/activity in every school context is clearly
undesirable, we must be aware of the limitations of the interpretation of a
candidate's performance on the specific parts of the assessment. Brookhart
(1999) suggests, therefore, that we should describe the context in which
candidates demonstrated their knowledge and skills. In the study, the
feedback report provided a description of the different tasks/activities the
candidate had engaged in and referred to the context in which candidates
operated. The general conclusion indicated patterns of evidence across
tasks/activities to support statements about the consistency with which the
candidate demonstrated that she or he met the (part of) descriptions in the
three domains.
3. STANDARDS AND PERFORMANCE CRITERIA
The study produced a description of three Domains of knowledge and skills
for beginning EFL teachers (Appendix). The descriptions were established
through analysis of policy documents and research literature and in
discussion with members of the development team. The Domains represent
a view of teaching in terms of the knowledge and skills specific for beginning
grade one EFL teachers and aligned to curricular goals for students, which
overlap with the knowledge and skills for other EFL teachers and foreign
language teachers. The value of our attempt to describe what we expect from
beginning EFL teachers is the multitude of questions such an attempt raises.
These questions vary: are the three domains a good description of what
beginning EFL teachers should know and be able to do, and 'good' in whose
perception, do they present a reasonable consensus among competing views
on good EFL teaching, and are they attainable and desirable for beginning
teachers, or what is their exact meaning (Stufflebeam, 1998)?
In the study, this process of defining standards and performance criteria
was limited (see 5.1.2). Standards represent views of good (EFL) teaching
and are the basis for the development of assessment tasks/activities, for the
instruction to candidates, and for the formulation of performance criteria and
the description of performance levels (rubrics).
On the basis of our experience in the study, the process through which
standards and performance criteria are defined, should be expanded and
pursued in a more principled way.
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However, how to deal with a wide range of opinions about what
constitutes good (EFL) teaching is an intriguing question. This is especially
difficult if we keep in mind that standards serve as a common frame of
reference for the (EFL) teachers and as the foundation for the development
of teacher assessments for professional development purposes but in the
long term also for licensure purposes and merit pay. The absence of a shared
language to talk about teaching (Freeman, 1996), different perspectives on
what constitutes valuable EFL knowledge and skills, and differences in power
among participants are important obstacles in achieving this goal.
As an example, in the US, where teacher standards are being implemented
on a large scale, there is criticism with respect to the process by which
teaching standards have been formulated and how they are formulated.
Moss & Schutz (1999) point to the fact that the published NPBTS standards
are presented as " a professional consensus on the critical aspects of practice
that distinguish exemplary teachers in the field from novice or journeymen
teachers" (p. 682). In the final documents, no reference is made to the
wide range of opinion that lies behind this professional consensus. The
authors also question the highly abstract terms in which the standards are
formulated that disguise possible differences in opinion. In an attempt to find
satisfactory ways of dealing with the diversity of opinions, Moss & Schutz
(2001) explore the concept of hermeneutic conversation as an alternative to
the traditional consensus-seeking discourse in the formulation of teaching
standards and in the establishment of performance standards. The primary
goal of hermeneutic conversation is for participants to understand and learn
from different perspectives on a specific issue. In hermeneutic conversation,
agreement is only one of the possible outcomes of an interaction, and
uncovering disagreement is viewed as an achievement instead of a barrier
to be overcome. One of their proposals is to change the way committees
that are entrusted with the formulation of standards are formed: not on the
basis of categories such as gender, race, affiliations, grade one or grade
two teachers, but on the basis of difference of opinion. Another proposal
is that the sources that inform the development process should consist of
existing empirical research, theoretical perspectives, personal experience,
and contextualized, concrete examples of teaching used for reflection (like
the cases of Helen and Alma). Last, they argue to explicitly document
agreements and disagreements as outcomes of the discussions. The concept
of hermeneutic conversation might be a more principled approach that could
be applied both to such sensitive and difficult topics as the formulation of
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standards and the determination of performance criteria and performance
levels.
4. THE SELECTED ASSESSMENT METHODS
The study produced three assessment methods that, in combination,
presented a picture of how individual candidates met the descriptions in
the three domains. The discussion of Requirement 15 demonstrated that
the three instruments partially met the quality criteria in our view. Here, we
discuss remaining questions that are important for making value judgments
about the procedure we developed that were outside the scope of the study.
The overall question refers to the coherence of the three domains and
the tasks/activities included in the assessment, the performance criteria
and the scoring rubrics, and how results are communicated to candidates.
By consulting a broader group of teachers and other specialists, we need
empirical evidence to establish that the tasks/activities and the performance
criteria represent more than the perceptions of the members of the
development team of what is important (Crocker, 1997). The coherence of the
procedure we developed may be enhanced if the scoring procedure of the
simulations and the portfolio are geared to each other.
In the study, we opted for a combination of standardized assessment
methods (the written test and the simulations) and a less standardized
assessment method (the portfolio). One reason for this was to leave
candidates some choice in how to demonstrate their knowledge and skills
as this may do justice to the diverse ways in which they learn and develop.
Another reason is that the contexts in which they work may differ in
significant ways. With respect to the portfolio guidelines we should examine
whether we can meet Requirement 4 in a better way by explicitly requiring
candidates to document a series of lessons that clarify the interconnections
between planning, interactive teaching, and reflection, while at the same
time leaving candidates some choice for which age group they wish to
demonstrate their accomplishments.
Another argument for an assessment model that allows candidates some
choice is provided by Elshout-Mohr & Oostdam (2001). They argue that, for
professions like teaching, emergent and innovative practices should be given
a chance because what is considered good teaching is dynamic and
subject to constant change. They prefer an assessment model that is open
and that allows candidates to develop their own ideas about what they
consider good teaching. Alma's case, but in particular Helen's case (Chapter
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4), showed the importance of allowing candidates latitude in choosing how to
demonstrate their accomplishments and supports the arguments of Elshout-
Mohr & Oostdam. Allowing candidates latitude instead of standardizing the
assessment in all respects might also agree more with conceptions of learning
and teaching in which teachers develop personal standards of quality.
5. COMBINING THE DIFFERENT TYPES OF INFORMATION
In the study, three different assessment methods were developed that, in
combination, aimed to map candidates' knowledge and skills in the three
domains. In combining the information from the three instruments, we had
few procedures to hold on to. In Section 3.5, we described how we combined
the information. We described candidates' performance on the separate task/
activities and based our descriptions on assessors' records, interpretations,
and judgments. If necessary for a good understanding of these notes, we
also looked at candidates' responses. Subsequently, we looked for recurring
patterns or contradictions across tasks/activities, and we interpreted these
patterns or contradictions in terms of what they revealed about candidates'
knowledge and skills on the three domains. In constructing the feedback
report, we held on to a specific format in which we first described in
neutral terms how candidates had performed on each task/activity. Next, the
assessors' interpretations and judgments followed. In the general conclusion,
we described strengths and weaknesses that had emerged across tasks/
activities. The author of this dissertation was responsible for constructing
the feedback report. Although she had a good view of the whole procedure,
the different instruments, and the candidates and was therefore in a good
position to compose the feedback report, more systematic and sound ways
to combine the information generated by totally different instruments are
needed.
A more systematic procedure is desirable, in particular for making
Meensure decisions. For instance, decisions need to be made how to weigh
the information from the three assessment methods. Should the information
from the simulations have the same weight as the information from the
portfolio themes? Do we make distinctions among the three simulations and
among portfolio themes, or do we consider them equally important? How do
we combine the score on the written test with the narrative descriptions that
describe candidate's performance on the simulations and the portfolio?
In the literature, we find different approaches to weigh and combine
the information and - in case of assessment procedures for licensure
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purposes - to make a final decision about candidates. One way of dealing
with the data - this is how it is done by the NPBTS - relies on a system
in which numerical scores are assigned to candidates' performances on
the separate tasks/activities that are included in the assessment procedure.
The evidence from different tasks/activities is viewed as separate pieces of
information that should be weighed and combined according to established
rules. Two judges independently score each task/activity. Judges do not
know about candidates' performances on other tasks/activities. Scores
assigned by individual judges to each task/activity are combined into a
profile of scores and compared to a set of passing profiles. Plake (1995)
discusses the three different types of standard-setting methods that the
NBPTS tried out for weighing the information on separate tasks/activities
and for combining information across task/activities and to establish
the final decision rule for making pass/fail decisions. Decisions about
individual candidates are made on the basis of ratings assigned to complex
performances on separate tasks/activities. These ratings are aggregated
according to agreed rules, and the ultimate decision is made on the number
of points scored. Inferences about a candidate are made on the basis
of scores rather than directly on the performance itself (Delandshere &
Petrosky, 1998).
Delandshere & Petrosky (1998,1999) propose a system where one judge is
responsible for reviewing the entire set of evidence produced by the judges
on separate tasks/activities. This judge not only examines judges' notes,
interpretations, and evaluative summaries but, if necessary, candidates' actual
responses as well. He or she would identify patterns of performance across all
tasks/activities and put the outcomes of this process before a panel of judges
involved in assessing candidates on separate tasks/activities. This panel would
also discuss the final decision. The assumption is that having one assessor to
review all the evidence and engage in discussion with the other judges about
the interpretation of the evidence, results in a more valid decision.
In a third strategy investigated by INTASC (Moss, 1996), two judges
are responsible for judging a candidate's performance across all tasks/
activities. They first examine all the evidence independently. Subsequently,
they engage in a dialogue about the actual performances, challenging each
other's interpretations. The goal of their discussion is to arrive at a coherent
interpretation based on the total set of evidence. As a last step, judges
engage in a dialogue to arrive at a consensus decision on a candidate's
knowledge and skills in relation to the standards.
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All three strategies deserve close attention. The second procedure
(Delandshere & Petrosky, 1998} resembles our strategy most and would best
suit the assessment procedure developed in the study, but has not yet been
developed and would still require making decisions about the weight of the
score on the written test and the scores of the separate tasks/activities.
S. THE QUALITY CRITERIA
In the study, the six quality criteria proposed in Chapter 2 (Table 2.1) and
the set of questions based on the six quality criteria in Table 3.5 provided
a concrete structure to address the most critical questions for the design
and the evaluation of the assessment procedures we developed (Bachman
& Palmer, 1996). Nevertheless, we experienced considerable difficulty
formulating the six quality criteria and the questions that operationalized
these six qualities. We feel that developers of assessment procedures like the
one that was developed in our study need more guidance in this respect.
Recently, Diereck, Dochy, & Van de Watering (2001) have proposed a model
and five quality criteria for guiding inquiry into the quality of new forms of
assessment: transparency of the assessment procedure, fairness, cognitive
complexity, authenticity, and impact or consequences. An inquiry into the quality
of an assessment procedure involves four steps: the validity of the tasks, the
validity of the scoring procedure, the generalizability of the assessment, and the
consequences of the assessment need to be examined. The analysis needs to
provide arguments that support or refute the construct validity of the assessment.
Subsequently, they discuss what the five quality criteria imply in each of these
four steps. Their proposals clear up some of the difficulties in grasping the
meaning of different quality criteria, but they also create new confusions. One of
their criteria is cognitive complexity, which resembles the description of 'content
quality' used in our study. They define cognitive complexity as the degree
in which assessment tasks adequately mirror the way in which experts use
knowledge and skills and require the same thought processes that experts use in
solving problems. This is problematic when there is evidence from research that
experts and novices think in quite different ways (Sternberg & Horvath, 1995).
The same criticism can be brought forward when they propose, as a measure of
the fairness of the assessment, that the criteria by which assessments are scored,
reflect the criteria experts use (Swanson, Norman, & Linn, 1995). We think
that the four steps they propose for inquiry into the validity of the assessment
procedure are useful and may improve our approach, but the five quality criteria
need further investigation and development.
I
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5.4 RECOMMENDATIONS FOR POLICY, PRACTICE. AND RESEARCH
5.4.1 RECOMMENDATIONS FOR POLICY
For reasons set out in Chapter 1 of the study, we did not focus on the
development of an assessment procedure for Meensure purposes. In spite
of this, the study points to issues that are of interest in policies aimed at
modifying existing systems of qualification requirements to systems where
beginning teachers prove they meet standards of competence.
The study demonstrated the difficult issues involved in the formulation
of standards and the development of assessments. The complexity of
the development and implementation of standards and assessment as
a replacement for current requirements for Meensure should be fully
realised. The formulation of standards of competence in itself is a complex
undertaking if one aims at meaningful standards that are not imposed
on teachers but accepted and owned by the profession. To develop valid
ways of assessing candidates, the standards must be taken seriously,
and this requires considerable investment of resources. Implementation
and administration are expensive because gathering information about
candidates is costly. A lot of expertise is involved in the administration
and judging of candidates. Once standards and assessments have been
developed, they need to be revised at regular intervals and maintained.
While the time needed and the costs involved in standards and
performance assessment are considerable, the benefits are significant.
Foremost, the recognition of teaching as a profession might be the most
notable result that may help to dispel myths about teaching that still
persist, such as the notion that teachers are 'born' as teachers and
therefore need little preparation, orthat a short spell in the school under
the supervision of an experienced teacher is all that is needed to prepare
teachers. To put it differently, a system that requires prospective teachers
to meet initial qualification standards might result in a recognition of the
existence of a knowledge base for teaching, and an acknowledgement
of the complexity of learning to use that knowledge well. Benefits of
such a costly system may warrant the quality of education as part of a
comprehensive strategy for quality assurance, in which teacher education
programs receive accreditation for preparing prospective teachers to
meet initial standards of competence, assessment systems that evaluate
whether they meet the standards, and systems that assure further
professional development.
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The implementation of a system of initial standards of competence
and an assessment system on a national level requires consultation with
the profession and teacher education institutes. The expertise required for
the development and administration of assessments would argue for an
independent national organization that carries out the Meensure assessments.
It would stand for quality and independence and safeguard the procedure.
However, the relationship between a national organization responsible for
carrying out Meensure assessments and teacher education institutes and
the profession requires careful consideration. Too great an independence
for a national body for licensure will be counterproductive because it takes
away the expertise from teacher education institutes and the profession and
makes them dependent on the view of teaching inherent in the assessments
carried out by such an organization. A reason for leaving responsibility
for the assessment of the prospective teachers with the teacher education
institutes is the possibility to embed assessment in the curriculum and treat
it as part of the curriculum and on-going instruction.
In the Netherlands, the process of standards development started a few
years ago as one of a set of measures to professionalize teaching and raise
the status of the profession. Meanwhile, a major shortage of teachers
has relaxed measures that impede entrance into the profession. In an
attempt to attract more people to teaching - as 'any teacher is better than
no teacher' - teacher education institutes offer alternative programs that
shorten the training period and in which working as a teacher in school are
combined with training. While, in theory, such programs may be an adequate
preparation for teaching, in practice they often do not work out because of
the heavy teaching loads allotted to these unqualified teachers. Ongoing
teacher shortages may thwart all well-meaning attempts to professionalize
teaching and raise the status of the profession.
54.2 RECOMMENDATIONS FOR PRACTICE
VALUE OF THE ASSESSMENT PROCEDURE FOR TEA CHER EDUCA TION
What is the benefit of the procedure we developed in comparison with existing
procedures like classroom visits by teacher educators and school mentors?
Our procedure yielded detailed information from different angles about a
candidate's accomplishments on many different aspects of teaching and based
on specified criteria. The use of three different instruments, the application of
specific procedures to judge candidates' responses, the fact that two assessors
judged each candidate on a specific task/activity and according to specified
i
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criteria, and the need for assessors to be explicit about what they valued is the
main advantage of our procedure. In contrast, observation in the classroom by
the school mentor or the teacher educator is often based on implicit criteria
and is mainly focused on classroom climate and interaction. There is hardly
any check on the impressions of the observer and it is assumed that he/she
knows and recognizes what good teaching is. In comparison, the advantage of
our procedure is its broad focus with many aspects of teaching considered and
the use of a specified procedure to judge the evidence.
As to the value of the procedure for candidates, the study suggests that
engaging in the assessment procedure itself was a learning experience. The
assessment tasks/activities challenged candidates to examine their practice,
to provide concrete evidence of their accomplishments, and to motivate their
choices. The feedback report in our procedure provided detailed information
about their teaching that stimulated them to make improvements and to
view their practice in a different light. An assessment procedure such as the
one developed in the study might also have feed-forward effects. It might
signal to student teachers what is expected and might clarify the subtleties
and complexities of teaching.
The process of assessment can serve to contribute to the development of
new forms of professional discourse among teacher educators, cooperating
teachers, and student teachers. By forcing assessors to make explicit what
is valued in concrete instances of teaching and to argue why some practices
are valued more than others, professional development of the assessors
and student teachers can be stimulated. Such discussions may encourage
the development of a shared language about teaching and good teaching.
Having to argue why certain responses satisfy criteria or do not satisfy
criteria leads to a deeper understanding of what it means to learn to teach for
both the assessors and student teachers. If assessment involves judgment,
reflection, and analysis on the part of the assessor, then the assessor must
learn to understand the criteria and develop m eta-cognitive awareness of
what are important characteristics of good planning, evaluation, etc. (Darling-
Hammond & Snyder, 2000; Gipps, 1994; Moss, Schutz, & Collins 1998).
USEFULNESS OF THE SPECIFIC INSTRUMENTS
Each of the instruments can be useful for professional development purposes
in teacher education programs. Of the three instruments, the portfolio is
best known in the Netherlands, especially as an instrument for professional
growth purposes (Tanner, Longayroux, Beijaard, & Verloop, 2000). The
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term portfolio covers a great variety of procedures that often have little
resemblance to each other. The portfolio developed in the study focused on
candidates' demonstrated knowledge and skills in their current practice. The
usefulness of the written test consists of its signal to student teachers of
the existence of the considerable (EFL) knowledge base and of which they
are often simply unaware. The simulations require candidates to carry out
significant and relevant tasks/activities and subsequently account for their
actions. The effect is that they become acutely aware of the decisions
they make, the goals they pursue, the reasons behind their decisions, and
the coherence or lack of coherence among them. An important aspect of
the simulations is that candidates learn to speak about teaching based on
concrete instances of teaching.
54.3 RECOMMENDATIONS FOR RESEARCH
FORMULATION OF PROFESSIONAL STANDARDS FOR TEACHERS
As mentioned in Chapter 1, formulating professional standards for teachers
is an important strategy to professionalize teaching. This is also an ambitious
strategy if it serves as the foundation for high-stakes assessments, like Meensure
and merit pay. The successful ness of such a strategy for the professionalization
of teaching depends on how to deal with competing views of good teaching
among teachers, teacher educators, education specialists, and other interested
parties. The process through which standards and performance criteria were
formulated in the study can be described as pragmatic, and a more principled
approach must be considered in the future.
Different approaches for dealing with these competing views should
be explored, varying from consensus-seeking approaches to approaches
that specifically attend to the diversity of opinions that exist among all
those involved in teaching. For instance, the concept of hermeneutic
conversation could be explored as a promising approach to dealing with
different views about good teaching. Not only in the formulation of
standards and criteria, but also in the development of tasks/activities based
on these standards and the formulation of performance standards should
we develop procedures that aim for transparency and documentation of
how decisions are made.
COMBINING EVIDENCE OF DIFFERENT ASSESSMENT METHODS
We developed an assessment procedure consisting of three different
assessment methods. The information obtained by each instrument was
DISCUSSION OF RESULTS 247
combined, but, as we indicated in 5.3, the procedure we developed did
not provide for a systematic way of combining the information from the
three assessment methods. How best to combine the different types of
information resulting from the three assessment methods is an important
research question. For instance, we have to investigate whether a more valid
view of a candidate is obtained by regarding the information from the three
assessment methods as the total body of information about a candidate that
needs a coherent interpretation and an overall judgment. Alternatively, we
should consider whether it is feasible to regard the information on each
tasks/activity as separate information that is combined according to specific
set of rules. Future research should also investigate different procedures
for combining the information resulting from the different instruments. A
comparison needs to be made among procedures that assign numerical
scores to performance on each task/activity, procedures that are based
on qualitative descriptions of performance, and procedures that combine
quantitative and qualitative descriptions of performance.
IMP A CT OF A UTHENTIC ASSESSMENT ON TEACHER LEARNING
The study provided modest but encouraging evidence about the positive
impact of the assessment on candidates. The fact that the assessment
procedure included different types of tasks/activities may be one reason
that explains this effect. The power of the simulations seemed to lie in the
combination of carrying out frequently occurring tasks/activities and the
need to describe, explain, and justify actions and decisions. The strength of
the portfolio resided in the need for candidates to describe their teaching
practice. The selection and examination of themes that reflected current
concerns of candidates and the need to search for evidence that supported
their descriptions stimulated reflection on what went well and what needed
further improvement. The feedback report described their performance on
the separate tasks/activities and gave an overall conclusion across tasks/
activities. Candidates mentioned that carrying out the assessment procedure
and receiving feedback on their performance had constituted a learning
experience (see also Darling-Hammond & Snyder, 2000). It might be relevant
to know more about these learning effects and how to describe these effects.
What aspects in the design of the different tasks/activities elicited learning?
Do the simulations as designed in the study elicit different learning processes
in comparison with the portfolio? In the study, there was some evidence that
the active role of the candidates in constructing the portfolio suited some
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candidates better than others. What features of the assessment task/activity
are particularly suitable for novice teachers and what for more experienced
teachers? We also need to know more about what circumstances undermine
learning rather than enhance it (Shepard, 2000). A view of teaching as
a continuous learning process across a teacher's career is better served
by forms of assessment that stress professional development purposes
rather than accountability purposes (Delandshere, 1996). How to balance
these purposes in the design of assessment tasks/activities requires further
examination.
Besides the examination of the immediate effects of authentic assessment
on teacher learning, the longitudinal effects of authentic assessment on
teacher learning must also be investigated in order to establish whether the
assessments contribute to better-qualified teachers and ultimately to better
student learning. This should also include the interpretations of standards
of competence by teachers, teacher educators, and student teachers. Feed-
forward effects of the formulation of standards of competence on these
groups may provide insight into its value as a strategy to professionalize
teaching.
SUMMARY
The aim of this study was to examine how a valid procedure for assessing
beginning teachers could be developed. The context within which we started
this undertaking was the development of an assessment procedure for
beginning grade one teachers of English as a foreign language (EFL). We
decided to develop an assessment procedure for this specific group of
beginning teachers because of the strong relationship between the content
taught, the age and level of students, and the knowledge and skills needed.
In the study, two questions were addressed:
- What are the requirements for the development of an assessment
procedure for beginning teachers?
Is it possible to develop an assessment procedure that meets these
requirements?
In the study, the emphasis was on the professional development purposes
of the assessment. We regard the results of our study as providing a basis
for the development of an assessment procedure for Meensure purposes in
the future.
In Chapter 2, we addressed the first research question by examining
the relevant literature and, from this, deducing a set of requirements that
provided a theoretical rationale for subsequent design choices. Two sources
were examined in order to inform the development process. First, we
reviewed recent studies on teacher thinking, teacher development, teacher
learning, and teacher knowledge that have implications for how we assess
teachers. Second, we turned to studies and reports on teacher assessment
that have recently been developed or are still under development. These
new approaches to teacher assessment rely on performance-based methods
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of assessment and emphasize a professional growth perspective. Studies
that specifically address validity and reliability issues connected with these
new assessment methodologies were also included. An analysis of these
topics yielded a framework consisting of fifteen implications that should be
used as the basis for an assessment procedure (Table 2.1). This framework
also describes the foundations or rationale for the implications and points
to questions and problems that need further attention. The implications
served as requirements for the development of an assessment procedure for
beginning teachers.
Translating the theoretically inspired requirements into a specific
assessment design and developing assessments based on the design formed
the essence of Chapter 3. We distinguished seven components of test design
that describe the activities of planning and designing a test: (1) establishing
the purposes of the assessment; (2) description of the characteristics of
candidates; (3) decisions about who participates in the development process;
(4) description of content standards; (5) plan for the evaluating the quality
criteria; (6) characterization of the performance to be assessed; and (7)
selection of assessment methods and establishing test specifications.
The candidates who took part in the field tests were university educated
with an MA degree in English. They were still following their one-year
teacher education courses or had just started on their teaching careers.
A development team of five expert teacher (educator)s participated
in instrument development and acted as assessors in the field-testing
of the instruments. Three types of stakeholders were involved in the
formulation of content standards: policymakers, the research community, and
teacher(educator)s. The views of policymakers and the research community
were included by analyzing recent policy documents and review studies
of relevant research on (EFL) teaching. Members of the development
team represented the views of teacher(educator}s. A series of activities
was undertaken in order to define the knowledge and skills necessary
for beginning EFL teachers. Three domains of knowledge and skills were
formulated in content and level specific terms and aligned to EFL curriculum
goals for students (Appendix).
The design phase culminated in the selection of three assessment
methods: a written test, a set of simulations, and documentation on teaching
practice through a portfolio procedure. The three methods differed in
purpose; in terms of constraints imposed on candidates; in the degree to
which the complex and integrated knowledge and skills needed to teach
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were captured; in setting; in time needed to carry out the test tasks/activities;
and in the breadth and depth of domain coverage. Each instrument was
developed in cycles in which it was field-tested and revised.
The purpose of the written test was to assess the candidates' knowledge of
facts, concepts, and theories in Domains I and II (Appendix). The development
consisted of the following activities: the construction of selected response
items; the consultation of a panel of experts about the content and relevance
of the items; and two field tests with begin n ing teachers and student teachers.
In the first field test, 53 candidates took part, and in the second, 74 candidates.
Of the 40 items in the second field test, an average of 25 items was answered
correctly with a minimum score of 12 and a maximum score of 33. The
standard deviation was 4.15. The internal consistency of the test improved
after the removal of three items that did not discriminate between low and
high performers on the test, but is still a point of concern.
The purpose of the simulations was to assess the candidates' ability to
carry out realistic teaching tasks/activities that required knowledge and skills
in Domains I, II, and III (Appendix) and their ability to explain and justify
their actions. The simulations consisted of three realistic tasks/activities:
the candidates were presented with a situation, a context, and authentic
materials, and asked to create a product or engage in an activity, individually
or collaboratively. In a semi-structured interview, they explained and justified
their decisions. Two assessors independently recorded, interpreted, and
summarized each candidate's responses, compared their summaries to a
rubric, and attributed a score on a five-point scale. Next, they compared and
discussed their summaries, wrote a joint summary, and attributed a joint
score. The simulations were field-tested with 13 candidates (Field Test 1) and
14 candidates (Field Test 2) in an assessment center. Interrater agreement
was acceptable.
The purpose of the portfolio was to assess the candidates' knowledge
and skills in Domains I, II, and III (Appendix) by documentation of their
current practice and reflections on their practice. In developing the portfolio
guidelines, a balance was sought between giving the candidates latitude in
choosing topics that were personally relevant to them and using measures to
make the evaluation process manageable for both candidates and assessors
in terms of time and effort. The guidelines specified the format of the topics
and the types of evidence to be included. The candidates constructed the
portfolio in their own schools. It contained five to eight self-selected topics
within a given format that documented current practice and reflections on
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this, and was illustrated by a variety of evidence, such as a video of a lesson,
lesson plans, student work, student evaluations, and self-developed teaching
materials. Two assessors studied each entry independently with the help of
a set of general questions. They attributed a score on a three-point scale and
wrote a short commentary that explained their score. As a last step, they
answered questions that related to the portfolio as a whole.
Five candidates were assessed using the three assessment methods. At
least five assessors were involved in judging each candidate. Two assessors
judged the candidates on each task/activity included in the assessment. The
information about the candidates' performances was collected over a period
of several weeks. The candidates first constructed the portfolio in their own
schools. After approximately six to eight weeks, they handed in the portfolio
and attended the assessment center for one full day in which they carried
out the set of simulations. About a week later, the candidates returned to
the assessment center for the written test and for an interview about their
portfolio. Based on the information resulting from the three instruments,
narrative feedback that described performance on separate tasks/activities
and across tasks/activities results was provided to the candidates. The
feedback report served professional development purposes and as a check
to find out whether the information in the feedback report provided a
convincing picture of each candidate's performance. In a telephone interview
with each candidate, we checked whether the information in the feedback
report presented a truthful picture of his or her performance. Generally
speaking, the candidates considered the feedback report meaningful and
useful for further development.
Chapter 4 provided a detailed picture of the responses of two candidates
to the three instruments. The assessors' judgments of their responses were
given. The two cases illustrated the types of evidence that emerged from
the use of these instruments and the processes through which this evidence,
guided by the criteria, resulted in the feedback report. The importance of
using multiple methods and multiple lines of evidence that form the basis for
making inferences about candidates was illustrated.
In Chapter 5, the extent to which the developed procedure - described
in Chapter 3 and illustrated in Chapter 4 - met the theoretically inspired
requirements from Chapter 2, was examined. We described how each
requirement was realized and underpinned our judgments by referring
to relevant parts of Chapters 3 and 4 to support our judgments. We
concluded that it was possible to formulate requirements for the design and
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development of an assessment procedure and to develop a procedure for
assessing beginning teachers of English as foreign language that met the
formulated requirements. The study demonstrated that, by using multiple
instruments, a valid picture of a candidate's knowledge and skills in the three
domains can be obtained. The procedure yielded detailed information about
a candidate from different angles. Engaging in the assessment procedure
proved to be a learning experience for the candidates. The assessment
tasks/activities challenged the candidates to examine their practice and to
account for their actions. The feedback stimulated the candidates to make
improvements and view their practice in a different light.
Three topics were recommended for future research. In view of the need
for professional teacher standards to be accepted by teachers, there is an
urgent need to develop and evaluate procedures to define professional
standards for teachers that deal with competing views on good teaching
and that specifically attend to the diversity of opinions that exist among all
those involved in teaching. The second topic refers to the question of how
to combine the different types of information resulting from the written test,
the simulations, and the portfolio: qualitative and quantitative procedures
separately and in combination should be examined. The last topic refers to
the examination of the effects of the different tasks/activities included in the
assessment on teacher learning. What types of tasks/activities elicit what
types of learning? What features of the assessment are particularly suitable
for novice teachers? Apart from the examination of the immediate effects
of authentic assessment, the longitudinal effects of authentic assessment on
teacher learning should be investigated.
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APPENDIX
DOMAINS AND SUBDOMAINS OF THE KNOWLEDGE AND SKILLS OF
BEGINNING TEACHERS OF ENGLISH AS A FOREIGN LANGUAGE.
DOMAIN I: PROMOTING THE CONDITIONS FOR STUDENT LEARNING
1A KNOWLEDGE OFSTUDENTS
• has knowledge and understanding of the characteristics of the students
with respect to the learning process, learning styles, motivation, and
general characteristics of adolescents
• employs various ways to keep the students interested as a group and as
individuals
• makes himself/ herself familiar with the backgrounds of the students in
general and as foreign language learners
• develops knowledge and understanding of the problems and difficulties
of the students with learning
IB PLANNING OF LESSONS (SHORT-TERM AND LONG-TERM)
• formulates - for one lesson and for a series of lessons and in co-operation
with colleagues - learning goals that are realistic for students
• plans varied learning activities that enable students to achieve these
goals in school and at home, while students become increasingly more
independent in their learning
• adjusts plans flexibly during teaching when the situation or students
require this
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1C CREATING A LEARNING ENVIRONMENT
• has knowledge and understanding of factors that contribute to a productive
classroom climate
• creates a stimulating classroom climate that is characterized by high
expectations for all students, trust, and mutual respect
• has developed ways to bring about a working climate/order in the
classroom
• provides opportunities for students to engage as much as possible in
activities of foreign language learning
ID LEARNING MATERIALS
• judges learning materials - including software - on their merits in helping
to achieve the learning goals and their appropriateness for (certain types
of) students
• selects learning materials on the merit of their degree of variation and
appropriateness for students
• adjusts learning materials when the situation requires this
IE EVALUATION
• has knowledge and understanding of different forms of evaluation and
the role of evaluation in the learning process
• is alert to how students understand and process the content and
anticipates misunderstandings and difficulties
• employs oral and written forms of evaluation with respect to the progress
of students and to the outcomes of the learning process
• provides feedback to students about their progress both with respect the
process and the product of their learning
• stimulates the students to reflect on the learning process
• draws conclusions for the planning of future lessons
DOMAIN II: PROMOTING THE LEARNING OF ENGLISH AS A FOREIGN LANGUAGE
II A KNOWLEDGE OF LEARNING AND TEACHING OF FOREIGN LANGUAGES
• knows the school curriculum and the place of foreign languages, especially
English, in the curriculum.
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• has knowledge of foreign/second language acquisition and can draw on
this for their teaching
• has understanding of the relationship between the four skills and how
they can support each other
• has developed a point of view about speaking English in the classroom as
a means of instruction and communication
• has developed a point of view about the role of mistakes in learning a
foreign language
• has knowledge and understanding of the role of strategies in foreign
language learning and independent learning.
MB READING
• has knowledge and understanding of the reading process and how to
teach reading
• encourages students to develop extensive reading skills by organizing
appropriate learning activities
• stimulates students' intensive reading skills by organizing activities that
range from global comprehension to more detailed comprehension of the
text, with the help of a variety of texts
• stimulates students' independent reading of texts by explicitly developing
reading strategies
IIC LISTENING
• has knowledge and understanding of the listening process and how to
teach listening
• encourages students to develop extensive listening skills by organizing
appropriate learning activities
• stimulates students' listening skills by organizing learning activities before,
during, and after listening to (authentic) texts
• organizes learning activities that are explicitly focused on developing
listening strategies
IID SPEAKING
• has knowledge and understanding of the speaking process and how to
teach speaking
• stimulates students' speaking skills by creating situations that elicit EFL
communication while involving all students
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• stimulates students'speaking skills by organizing activities that (gradually)
prepare students for speaking and that go from guided to open speaking
activities
• stimulates students' speaking skills by explicitly teaching compensation
strategies
ME WRITING
• has knowledge and understanding of the writing process and how to
teach writing
• stimulates students' writing skills by using an approach that moves from
guided to open writing activities
• organizes learning activities before and after writing that help students to
improve their writing skills
• teaches students to make use of resources like dictionaries, reference
grammars, and electronic tools
MF VOCABULARY AND GRAMMAR
• has knowledge and understanding of the role of grammar and vocabulary
in learning the foreign language and how to teach grammar and
vocabulary
• employs various ways to teach grammatical rules and vocabulary and
to help students to acquire them, for instance, by using appropriate
software
• stimulates students' independence by teaching them to use these learning
resources by themselves
IIG LITERATURE
• has knowledge and understanding of (adolescent)literature and how to
teach literature
• introduces students to a variety of fictional texts within the framework of
a student centered approach to the teaching of literature
• develops integrated programs with colleagues of other languages and the
arts
• provides for a continuous literary development of students over the years
by encouraging them to record their experiences in a portfolio
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DOMAIN III: PROMOTING ONE'S OWN PROFESSIONAL DEVELOPMENT AND BEING
ACCOUNTABLE TO OTHERS
MIA REFLECTION
• reflects on his or her way of learning a foreign language
• asks feedback from students and colleagues about his or her teaching
• reflects on his or her relationship with students and the degree in which
students have achieved the learning goals
• reflects on his or her teaching and its effect on students
• draws conclusions for future actions
1MB COOPERATION WITH COLLEAGUES
• communicates and exchanges teaching experiences with colleagues
• co-operates with colleagues in the subject department and other
departments on project and teaching programs
IMC COMMUNICATION WITH OTHERS
• is open towards and communicates with the management and middle
management
• establishes rapport with parents about students and their progress
NEDERLANDSE SAMENVATTING
Dit proefschrift beschrijft de ontwikkeling van een beoordelingsprocedure
voor docenten toegespitst op beginnende eerstegraads docenten Engels.
De keuze om instrumenten te ontwikkelen voor de beoordeling voor één
vak en één niveau is gebaseerd op de veronderstelling dat bekwaamheden
samenhangen met de leeftijd van de leerlingen en met de specifieke eisen
die het schoolvak stellen. In het onderzoek staan twee vragen centraal:
- Aan welke eisen moet een beoordelingsprocedure voor beginnende
docenten voldoen?
- Is het mogelijk om een beoordelingsprocedure te ontwikkelen die aan
deze eisen tegemoet komt?
De nadruk ligt op de ontwikkeling van beoordelingsinstrumenten die
aanknopingspunten bieden voor de verdere professionalisering van
de docent. Het onderzoek biedt tevens bouwstenen voor een
beoordelingsprocedure van de startbekwaamheid van de docent.
Hoofdstuk 2 geeft een antwoord op de eerste onderzoeksvraag. Hiervoor
zijn twee typen bronnen in de literatuur geraadpleegd. Ten eerste, recente
literatuur over onderwijzen en leren onderwijzen. Deze literatuur is gebaseerd
op onderzoek naar de cognities van docenten, naar het leren en de
ontwikkeling van docenten en naar de kennis die ze (nodig) hebben om les te
geven. De tweede bron bestaat uit literatuur op het gebied van de beoordeling
van docenten. Recente onderzoeksresultaten en rapporten over ontwikkelde
of in ontwikkeling zijnde beoordelingsprocedures, in het bijzonder in de
Verenigde Staten, bieden hiervoor bruikbare aanknopingspunten. Daarnaast
is aandacht besteed aan studies die specifiek ingaan op kwesties van
validiteit en betrouwbaarheid van nieuwe manieren van beoordelen.
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De analyse van deze bronnen resulteert in een raamwerk van vijftien
implicaties die van belang zijn voor de ontwikkeling van een
beoordelingsprocedure voor beginnende docenten Engels (Tabel 2.1). De
vijftien implicaties kunnen worden beschouwd als de eisen waaraan een
beoordelingsprocedure voor beginnende docenten moet voldoen.
In hoofdstuk 3 wordt beschreven hoe de in hoofdstuk 2 geformuleerde
eisen zijn gebruikt bij het daadwerkelijk ontwerpen en ontwikkelen van een
beoordelingsprocedure.
De beoordelingsprocedure is ontworpen op basis van zeven componenten:
1. Bepaling van het doel van de beoordeling;
2. Beschrijving van de kenmerken van de kandidaten;
3. Bepaling wie beslist over wat kandidaten moeten weten en kunnen en wie
de beoordelaars zijn;
4. Beschrijving van wat beginnende docenten moeten weten en kunnen;
5. Beschrijving van het type gedrag dat wordt beoordeeld;
6. Planning van de evaluatie van de kwaliteitscriteria;
7. Keuze van de beoordelingsinstrumenten.
Ter verduidelijking een toelichting op componenten 2, 3 en 4. Een
gemeenschappelijk kenmerk van de kandidaten die deelnamen aan dit
onderzoek was het bezit van een doctoraal Engels en het feit dat zij
in opleiding waren voor hun eerstegraads leraarsbevoegdheid of net
waren begonnen aan hun carrière als leraar. Er werd een ontwikkelteam
samengesteld van vijf ervaren leraren, waaronder één lerarenopleider. Zij
fungeerden als ontwikkelaars en als beoordelaars. De beschrijving van wat
beginnende docenten Engels moeten weten en kunnen, vond plaats door
bestudering en raadpleging van de literatuur. Op basis hiervan werd een
eerste beschrijving gegeven van wat beginnende Engels moeten weten en
kunnen. Het ontwikkelteam leverde commentaar en op basis hiervan werd
de beschrijving in een aantal rondes bijgesteld. Ten slotte werden drie
domeinen van kennis en vaardigheden geformuleerd (zie de Appendix).
De ontwerpfase leidde tot de keuze voor drie instrumenten: een toets
met gesloten vragen, drie simulaties van authentieke werksituaties en
een portfolio, waarin de lespraktijk wordt gedocumenteerd. Door deze
instrumenten te combineren, is gepoogd de beperking van elk instrument te
compenseren en tegemoet te komen aan de in hoofdstuk 2 geformuleerde
eisen (Tabel 3.5).
Het doel van de toets met gesloten vragen is de kandidaten te beoordelen
op hun kennis en inzicht over de drie domeinen van kennis en vaardigheden
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(zie de Appendix). Dit instrument is in twee rondes ontwikkeld. Aan de eerste
ronde namen 53 kandidaten deel; aan de tweede 74 kandidaten. Gemiddeld
werden 25 van de 40 items correct beantwoord (minimum 12, maximum
33, en met een standaardafwijking van 4.15). De interne consistentie van de
toets verbeterde na de verwijdering van drie items die niet discrimineerden
tussen hoge en lage presteerders, maar vormt een punt van aandacht.
Het doel van de simulaties is kandidaten te beoordelen op de uitvoering
van authentieke onderwijstaken. Daarbij moeten kandidaten in staat zijn
hun beslissingen uitte leggen en te rechtvaardigen. De simulaties betreffen
drie werksituaties: lesvoorbereiding, correctie van een opdracht en samen met
een collega materiaal verzamelen voor een lessenserie. In de opdracht voorde
simulatie is aangegeven op welke criteria de kandidaat zal worden beoordeeld.
Na afloop moeten de kandidaten in een semi-gestructureerd interview hun
beslissingen uitleggen en hun keuzen rechtvaardigen. Onafhankelijk van
elkaar registreren twee beoordelaars de antwoorden van de kandidaten. Op
basis van wat kandidaten doen en wat zij daarover na afloop vertellen, geven
de beide beoordelaars een interpretatie en een samenvattend oordeel, ledere
beoordelaar vergelijkt de gemaakte samenvatting met een score-omschrijving
en kent een score toe. Vervolgens vergelijken beide beoordelaars hun
samenvattingen, schrijven een gemeenschappelijke samenvatting en kennen
op basis daarvan een gezamenlijke score toe. De drie simulaties zijn in twee
rondes ontwikkeld. In de eerste ronde deden dertien kandidaten mee; in
de tweede veertien kandidaten. De overeenstemming in toegekende scores
tussen beoordelaars was goed.
Het doel van het portfolio is het beoordelen van de kennis en vaardigheden
van de kandidaten door hun documentatie en reflectie op de lespraktijk te
analyseren. Tijdens de ontwikkeling van de handleiding voor het samenstellen
van een portfolio is gezocht naar enerzijds de vrijheid voor de kandidaten om
onderwerpen te kiezen die voor hen relevant zijn en anderzijds de noodzaak
het evaluatieproces voor de kandidaat en de beoordelaars hanteerbaar te
maken. De handleiding specificeert het format van de thema's, het aantal
thema's en het type bewijsmateriaal dat de kandidaten voor het portfolio
moesten verzamelen. De handleiding levert bovendien aanwijzingen voor
het documenteren van hun lespraktijk. Verplicht zijn een video van een
gegeven les, voorbeelden van werk van leerlingen en van eigen gemaakt
materiaal, zoals lesplannen en opdrachten. De handleiding vermeldt ook hoe
zij beoordeeld worden. Twee beoordelaars bestuderen elk thema inclusief het
bijbehorende bewijsmateriaal aan de hand van vragen. Zij kennen een score
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toe op een drie-punt schaal en schrijven een kort commentaar ter toelichting.
Ten slotte beantwoorden de beoordelaars vragen over het portfolio als
geheel. Het portfolio is in twee rondes ontwikkeld. In de eerste ronde bij twee
kandidaten en in de tweede ronde bij vijf.
Aan de hand van de drie instrumenten zijn in totaal vijf kandidaten
beoordeeld. Tenminste vijf beoordelaars zijn betrokken bij iedere kandidaat.
De beoordeling duurt ruim drie maanden. De kandidaten ontvangen
schriftelijk instructie over de hele procedure. De procedure begint met de
samenstelling van het portfolio en kost enige weken. De kandidaten leveren
hun portfolio in en voeren daarna in twee dagdelen drie simulaties uit.
Ongeveer een week later komen de kandidaten terug om hun portfolio nader
toe te lichten en de toets met gesloten vragen te maken (een dagdeel).
Op basis van de verzamelde informatie van deze drie instrumenten wordt
een feedbackrapport geschreven. Daarin staan de prestaties van kandidaten
per instrument beschreven gevolgd door een afsluitende conclusie. Het
doel van het feedbackrapport is na te gaan of de feedback een voor
de kandidaten herkenbaar beeld van hun prestaties geeft. Hel rapport
geeft tevens informatie voor de verdere professionele ontwikkeling van
de kandidaat. Uit telefonische interviews na enkele weken bleek dat de
kandidaten zich in het rapport herkennen. Zij vinden de feedback ook
bruikbaar voor hun professionele ontwikkeling.
Hoofdstuk 4 schetst aan de hand van twee gevalsbeschrijvingen
een gedetailleerd beeld van de gehele beoordelingsprocedure (portfolio,
simulaties en toets). De lezer krijgt een indruk van de respons van de
twee kandidaten op de verschillende testen en van de werkwijze van
de beoordelaars. Deze gevalsbeschrijvingen illustreren het type gegevens
dat het gebruik van de instrumenten voor beoordeling oplevert en hoe
deze gegevens worden beoordeeld met als resultaat het feedbackrapport.
De gevalsbeschrijvingen maken het belang duidelijk van het gebruik van
verschillende instrumenten die ieder vanuit een eigen gezichtspunt informatie
verschaffen over de kandidaat.
Hoofdstuk 5 onderzoekt in welke mate de procedure beschreven in
hoofdstuk 3 en geïllustreerd in hoofdstuk 4 tegemoet komt aan de - op
basis van de literatuur geformuleerde - eisen van hoofdstuk 2. Nauwkeurig is
beschreven hoe elke, vanuit de theorie geïnspireerde, eis werd verwezenlijkt.
De conclusie is dat het mogelijk is eisen te formuleren voor de beoordeling
van beginnende docenten en een beoordelingsprocedure te ontwikkelen
die tegemoet komt aan deze eisen. Het onderzoek toont aan dat door
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verschillende instrumenten te gebruiken een valide beeld van de kennis
en vaardigheden van een kandidaat op de drie domeinen wordt verkregen.
De procedure levert op verschillende gebieden en vanuit verschillende
gezichtspunten gedetailleerde informatie op over de kandidaat. Deelname
aan de procedure blijkt voor de kandidaten een leerervaring te zijn. De taken/
activiteiten die onderdeel vormen van de procedure dagen de kandidaten uit
hun praktijk te onderzoeken en zich rekenschap te geven van hun acties. De
feedback stimuleert de kandidaten om verbeteringen aan te brengen in hun
onderwijs.
De aanbevelingen voor verder onderzoek betreffen drie onderwerpen.
Ten eerste zijn de formulering van een beroepsstandaard voor leraren
en de ontwikkeling van beoordelingsprocedures gebaseerd op deze
beroepsstandaard een middel om de beroepsgroep te professionaliseren.
Gezien de uiteenlopende opvattingen in de maatschappij over "goed"
onderwijzen is er een dringende behoefte aan onderzoek hoe met
verschillende opvattingen om te gaan. Het verkrijgen van een draagvlak
voor beroepsstandaarden en voor procedures voor de beoordeling onder
de beroepsgroep en andere direct betrokkenen is van doorslaggevend
belang. Het tweede onderwerp voor vervolgonderzoek betreft de vraag hoe
de informatie verkregen met de drie verschillende instrumenten het beste
gecombineerd kan worden. Daarbij is het van belang dat zowel kwantitatieve
als kwalitatieve procedures afzonderlijk als in combinatie worden onderzocht.
Ten slotte is onderzoek noodzakelijk naar de effecten van de verschillende
instrumenten op het leren van de beginnende docent. Van belang is na te
gaan welk type taak/activiteit welk type leren ontlokt en welk type taken/
activiteiten vooral geschikt zijn voor beginnende docenten.
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Anne Marie Uhlenbeck (geboren in 1942 te Djakarta, Indonesië) behaalde in
1968 het doctoraalexamen Engelse Taal- en Letterkunde aan de Universiteit
Leiden. Vervolgens werkte zij ruim 14 jaar als docent Engels in het voortgezet
onderwijs. In 1973 onderbrak zij haar onderwijscarriëre met een studie aan
de Universiteit van Reading, Groot Brittannië. Zij sloot dit jaar af met het
diploma Applied Linguistics. Zij studeerde enige jaren onderwijskunde aan
de Universiteit Leiden. In 1984trad zij in dienst bij het Interfacultaire Vakgroep
Lerarenopleiding, het huidige Interfacultaire Centrum voor Lerarenopleiding,
Onderwijsontwikkeling en Nascholing (ICLON). Zij verzorgde predoctorale
en postdoctorale opleidingen voor docenten-in-opleiding Moderne Vreemde
Talen en Klassieke Talen. Zij volgde een opleiding tot NOVO consultant
(Nascholing Organisatie ontwikkeling Voortgezet Onderwijs) en nam deel
aan schoolbrede trajecten bij de invoering van de Basisvorming en de
Tweede Fase op scholen van voortgezet onderwijs. In samenwerking met
de Universiteit van Amsterdam en de Hogeschool van Amsterdam, gaf zij
in 1993 in Moskou een training denkvaardigheden voor lerarenopleiders uit
de voormalige Sovjet-Unie. De afgelopen jaren heeft zij op diverse scholen
van voortgezet onderwijs nascholing op het gebied van actief en zelfstandig
leren verzorgd. In 1995 begon zij aan haar promotie onderzoek. Sinds 2001
is zij betrokken als peer-assessor bij het pilot project Beroepsstandaard
Lerarenopleiders, georganiseerd door de Vereniging voor Lerarenopleiders
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NAWOORD
Dit promotie onderzoek heeft mij veel nieuwe ervaringen opgeleverd.
De eerste jaren stonden in het teken van de samenwerking met het
ontwikkelteam. Gedurende anderhalf jaar kwamen Ingeborg Adegeest,
Christine van Gooi, Pieter Sleeboom, Edith de Vries, Kees de Vries en ik
wekelijks op het ICLON bijeen. Onze discussies over goed vreemde talen
onderwijs, waaraan je dat zou kunnen aflezen en hoe je de criteria zou
kunnen legitimeren, heb ik als vruchtbaar ervaren. In het jaar daarop werden
Marieke Dresen, Fokke de Jong en Astrid Kamps getraind als beoordelaars.
Zij leverden een bijdrage aan de beoordeling van de kandidaten. Hun
enthousiasme, inzet en betrokkenheid heb ik gewaardeerd.
De vele proefpersonen die zich aan het uittesten van de verschillende
instrumenten onderwierpen, ben ik erkentelijk. Dat geldt voor de vele mij
onbekend gebleven beginnende docenten en docenten-in-opleiding die aan
de multiple choice toets hebben meegedaan en voor hen die aan het
assessment center deelnamen. Jullie kwamen uit alle windstreken van
Nederland en vaak ook nog op zaterdag. Zeven van jullie waren bereid een
portfolio te maken, de multiple choice toets én de simulaties uit te voeren.
Corné, Marieke, Anne, Gerda, Janine, Marieke en Margriet, mijn hartelijke
dank. Jullie gunden ons een kijkje in jullie onderwijskeuken. Het betrekken
van zoveel mensen bij dit onderzoek was mogelijk dankzij de bijdrage van
het Ministerie van Onderwijs, Cultuur en Wetenschappen.
Na het ontwikkelwerk trad een andere periode aan. Nu moest alles
op papier komen. De bemoediging die uitging van de leden van de
onderzoeksgroep op het ICLON en het feedback groepje dat het op een
informeel niveau mogelijk maakte over allerlei problemen te praten, was
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daarbij belangrijk. Aan Joyce Brouwer, Désirée Mansvelder-Longayroux,
Pauline Meijer en Marieke Schaafsma heb ik veel gehad.
Ben Smit dank ik voor zijn bijdrage aan de statistische bewerking van de
gegevens van de multiple choice toets en voor zijn geduldige uitleg van de
betekenis van deze gegevens aan iemand met een alfa achtergrond. Prof. L.
van der Kamp dank ik voor zijn opmerkingen bij hoofdstuk 2. Else Pistoor
heeft mij doen inzien dat het schrijven van een Nederlandse samenvatting
een kunst apart is. Dank voor je zorgvuldig commentaar. En dan Jannes!
Drinken we er nóg een glas wijn op, nu het af is?
STELLINGEN
1. Het blijkt mogelijk een beoordelingsprocedure voor beginnende docenten te
ontwikkelen, die voldoet aan het grootste deel van op basis van actuele
wetenschappelijke literatuur geformuleerde eisen, (dit proefschrift)
2 Bij de ontwikkeling van een beoordelingsprocedure voor docenten is de inbreng
van praktijkkennis van ervaren docenten essentieel, (dit proefschrift)
3. By de beschrijving van de vereiste bekwaamheden voor docenten dient ook hun
schoolvak betrokken te worden, (dit proefschrift)
4. In een beoordelingsprocedure gericht op de professionalisering van de docent
bieden simulaties relevant informatie, (dit proefschrift)
5. De school waarin de beginnende docent werkt, speelt een belangrijke rol bij de
verwerving van de vereiste bekwaamheden.
6. Motivatie van zjj-instromers voor het beroep van docent is belangrijk doch niet
voldoende om een goede leraar te kunnen worden
7. Beoordeling uitsluitend met het doel te certificeren staat op gespannen voet met de
professionalisering van docenten.
8. Beleid van de overheid dat vernieuwing in het onderwys tot doel heeft en dat
steeds terugkomt op eerder genomen beslissingen, kweekt docenten die nauwelijks
tot vernieuwing bereid zijn.
9. De gewoonte in het voortgezet onderwijs om volgens het sink or swim - principe
beginnende docenten de moeilijkste klassen te geven, is een vorm van
ka p ita a l vern ieti g ing.
10. De toegankelijkheid van twintigste-ecuwse klassieke muziek wordt aanzienlijk
vergroot wanneer men haar live beluistert.
11. Een keer de weg kwijt raken in het Westland is genoeg om te beseffen hoe ernstig
het in esthetisch opzicht met onze omgeving is gesteld.
12. Grootouderschap relativeert perikelen rond promoveren.
Stellingen behorende bjj het proefschrift The Development of an Assessment Procedure for
Beginning Teachers of English as a Foreign Language door Anne Marie Uhlenbeck.
